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1 Executive Summary 
 
This report provides details of the methodology, action research projects and preliminary 
findings from the second year of the evaluation of Phase 3 of the Campaign for Learning’s 
Learning to Learn project. This report therefore presents emerging findings from the second 
year of a three-year project and should be read in conjunction with the individual schools’ case 
studies which are available on the Campaign for Learning website.  
 
Phase 3 builds on work from Phases 1 and 2 which focussed on learning skills for 
employability.  Specifically the research in Phase 3 aims to understand: 
• the relative importance of different Learning to Learn approaches in raising standards 
• how the adoption of Learning to Learn approaches impacts on teacher motivation and 
capacity to manage change 
• whether, and if so how, Learning to Learn approaches support the development of confident 
and capable lifelong learners. 
Phase 3 involves 32 schools from 3 LEAs: Cheshire, Cornwall and Enfield. Represented within 
these LEAs are a variety of primary and secondary schools from different geographical and 
socio-economic catchment areas. 
 
A research team based at the Centre for Learning and Teaching at Newcastle University are 
evaluating Phase 3 and are supporting action research projects in each of the schools involved 
and have undertaken additional activities to identify the impact of the use of Learning to Learn 
approaches in schools. There has been substantial dissemination of the first year of Phase 3 of 
the project to inform and involve practitioner, policy and academic audiences. The project is 
attracting both national and international interest. 
 
The project network 
The role of the network in supporting the teachers and schools is acknowledged as an 
important feature of the project. Involvement in a large-scale project, co-ordinated by a national 
organisation, with support from a University and identified LEA staff help to create a climate in 
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which investigating and researching Learning to Learn in classrooms is encouraged and 
productive of professional development. Furthermore when collaborative enquiry into learning 
is undertaken in schools with supportive leadership it tends to be conducive of professional 
learning and effective development. These features may help to explain aspects of the findings 
of this report and should be taken into account in interpreting the impact of the specific 
Learning to Learn approaches which the teachers and schools have adopted. 
 
ICT and Learning to Learn 
There is evidence of extensive use of ICT across the Learning to Learn schools where it is 
clearly well embedded into the professional work of the teachers involved. This includes the 
research network of which they are part as well as the teaching and learning activities 
developed as part of their professional enquiries. 
 
Teachers’ views 
The teachers interviewed about the project are overwhelmingly positive about the project. They 
see Learning to Learn as an ethos or an approach to developing teaching and leaning in their 
classrooms rather than as a set of techniques or specific practices. They clearly see 
themselves as learners as part of this process. As schools have extended the projects and 
involved more classes and teachers, the challenge of scaling up has become apparent. Almost 
without exception the teachers’ perception is that their professional development has been 
accelerated as a consequence of being involved in L2L Phase 3. 
 
The case studies 
Although fewer case studies were produced in the second year, the majority of schools have 
indicated an increase in the scale of the project across school year groups and often including 
the whole school. There has also been a more specific focus on activities which support 
particular aspects of Learning to Learn, rather than tackling it as a single theme or subject. 
Whilst this extension of scale is clearly an indication of the success of the first year of the 
project, it has produced particular challenges such as in involving staff in understanding the 
aims of Learning to Learn as well as the specific techniques, which, in some cases has not 
resulted in the expected gains in attainment.  
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The research in schools 
The focus for enquiry across the projects has remained diverse, with consistent interest in 
aspects of assessment, classroom talk and interaction. Learning to Learn is clearly seen as a 
complex aim which can be developed using a range different approaches, but one which is 
difficult to achieve without sustained input. The schools involved have maintained their 
research with a diversity of aims within the Campaign for Learning’s broad framework. Central 
to the work in schools is the development of confident and capable lifelong-learners. The 
conception of learner is a broad one involving not just school students, but their parents, the 
teachers and the wider community. 
 
In terms of developing dispositions for learning the importance of developing reflection and a 
language to talk about learning are consistent themes. These factors and analysis of other 
aspects of the case studies indicate the importance of learner autonomy in the project’s 
developing understanding of Learning to Learn. 
 
Findings from the case studies 
The teachers in the case studies overwhelmingly conclude that Learning to Learn approaches 
are beneficial for students’ learning, both in terms of motivation, engagement and attainment. 
There is both qualitative and quantitative evidence of this. The small-scale nature of the 
projects and the difficulty of identifying an appropriate comparison group (particularly as 
schools involve whole year groups or adopt whole-school approaches) indicate that this should 
be interpreted cautiously and that this information will need to be triangulated with school-level 
data as it becomes available. In addition the case studies indicate that extending successful 
approaches to other teachers and groups of pupils is not straightforward. 
 
Looking across projects 
There has been an increase in consultation with pupils and the inclusion of their perspective in 
the case studies.  More schools are using interviews, questionnaires and pupil views templates 
to elicit their opinions about Learning to Learn. These sources confirm the impact of Learning 
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to Learn approaches on pupils’ motivation and engagement and are indicative of improvement 
in their learning. 
 
There is evidence of increased parental and community involvement in Learning to Learn 
schools. Four schools undertook projects which focused explicitly on consultation or parental 
action and interaction and had the overt aim to increase both the level and the quality of 
contact between home and school. One of the clear effects identified by the schools is the 
development of better relationships with parents and better communication about and 
understanding of their children’s learning, which the schools believe will have a beneficial 
impact of learning in school. 
 
Although there was evidence from the national test and exam results of Phase 1 and 2 schools 
that Learning to Learn was having an impact, this kind of change in school performance was 
not found after the first year of Phase 3 of Learning to Learn.   It is believed there are a number 
of potential reasons for this, including a delay due to the embedding of learning to learn in 
normal school practice and the fact that many case studies have focus groups which will enter 
the year of national tests in Year Three of the project.  School performance data is not yet 
publicly available for 2005 tests, but will require monitoring to see to what extent any impact of 
L2L is discernable at school level. 
 
Conclusions 
At this stage conclusions about Phase 3 of Learning to Learn need to be tentative. Many of the 
indicators are positive, particularly the beliefs of the teachers and pupils involved. In such a 
complex project involving a diversity of schools and approaches, conclusions about where and 
how Learning to Learn is having an impact is clearly challenging; having said this, the 
indicators from teachers give evidence that Learning to Learn is a significant contributing factor 
to raising the aspirations and attainment of pupils. 
 
Learning to Learn Phase 3 Evaluation: Year Two report    
 
Prepared by the Centre for Learning and Teaching, University of Newcastle for the Campaign for Learning, 9 
2 Introduction 
Overview 
• The rationale for all phases of the Learning to Learn project is to understand how we can help 
pupils to learn most effectively and so give each one the best chance to achieve his or her 
potential and become a confident, successful lifelong learner. 
• Phase 3 of the project, running from 2003-2006, builds on work from Phases 1 and 2 involves 
32 schools from 3 LEAs: Cheshire, Cornwall and Enfield. Represented within these LEAs are a 
variety of primary and secondary schools from different geographical and socio-economic 
areas.  
• A research team based at the Centre for Learning and Teaching at Newcastle University are 
evaluating Phase 3 of Learning to Learn for the Campaign for Learning and are providing action 
research support to the schools involved. 
• The findings from the first year of the project have been widely disseminated. 
 
This report provides details of the methodology, action research projects and preliminary findings 
of the second year of the evaluation of Phase 3 of Learning to Learn. This report therefore presents 
emerging findings from the second year of a three-year project and compares and contrasts some 
of the emerging themes with those reported in the Year One final report (Higgins et al., 2005). The 
rationale for all phases of the Learning to Learn project is to understand how we can help pupils to 
learn most effectively and so give each one the best chance to achieve his or her potential and 
become a confident, successful lifelong learner.  An extended discussion of the aims and 
underpinning thinking of the project can be found in the Year One report but the key aims of the 
research are to understand: 
• the relative importance of different Learning to Learn approaches in raising standards 
• how the adoption of Learning to Learn approaches impacts on teacher motivation and 
capacity to manage change 
• whether, and if so how, Learning to Learn approaches support the development of 
confident and capable lifelong learners. 
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More generally the project aims to explore the impact of Learning to Learn approaches adopted in 
Phases 1 and 2 of the project with a larger number of representative schools and assess how 
Learning to Learn can be integrated most effectively into schools more widely. This includes a 
number of issues such as: 
• how best to link Learning to Learn in school with out of school hours learning and family 
and community learning; 
• how to assess Learning to Learn; 
• how to achieve transfer of Learning to Learn approaches into other curriculum areas; and 
• the potential for and impact of online Learning to Learn and its fit with other online learning. 
 
In order to achieve this it is necessary to deepen our understanding of Learning to Learn and its 
application among different groups for different purposes in schools including: 
• the interplay between positive learning environments and effective Learning to Learn 
teaching; 
• the impact of Learning to Learn approaches in overcoming challenging behaviour; 
• the role of Learning to Learn in helping pupils manage school transition and transfer; 
• the potential for Learning to Learn approaches in overcoming underachievement among 
boys and specific ethnic minority groups; and 
• assess the impact of Learning to Learn over time on pupil attitudes, achievement and 
lifelong learning dispositions and practices. 
 
Each year all of the schools involved in the project undertake an action research project which they 
then write up as a case study to contribute to the overall project report.  The research team in the 
Centre for Learning and Teaching at Newcastle University act as facilitators and supporters of 
action research projects in the schools and do additional research to identify the impact of the use 
of Learning to Learn. Over three years the University team will draw together the research themes 
and findings to provide an analysis which seeks to answer the overall research questions. 
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2.1 Dissemination of Year One 
There have been a number of outputs from the Year One report, the case studies and the 
development of the research approach, which are summarised below. 
 
2.1.1 Publications 
1. Hall, E., Wall, K., Higgins, S., Stephens, L., Pooley, I. and Welham, J. (2005) Learning to Learn 
with Parents: lessons from two research projects, Improving Schools, 8(2), 179-191] 
This article was published in the academic journal ‘Improving Schools’. The article combines two of 
the Year One case studies from Cornwall: St Meriadoc’s Infant and Nursery School and Camborne 
Science and Community College. Both of these projects investigated parental involvement. 
 
2. Goodbourn, R., Higgins, S., Parsons, S., Wall, K. and Wright, J. (2005) Learning to Learn for Life 
Network Education Press. 
A book combining the work of seven project schools (Leaf Lane Infants and St Saviour RC Infants 
from Cheshire, St Meriadoc’s Infants, Treloweth Primary and Pennoweth Primary from Cornwall 
and Hazelbury Infants and Wilbury Primary in Enfield) working in the Foundation Stage and Key 
Stage 1 has been published. The book represents collaboration between the Campaign for 
Learning and the Centre for Learning and Teaching and is the first of a series of publications 
moving up through the age phases. 
 
3. Wall, K. and Higgins, S. Facilitating and supporting talk with pupils about metacognition: a 
research and learning tool Accepted for publication in the International Journal of Research 
Methods in Education 
Details the methodology for collecting pupil views of learning and metacognition which has been 
developed and trialled in L2L schools. Project schools included Wilbury Primary, Fleecefield 
Primary (both in Enfield) and Leaf Lane Infant School (Cheshire). The approach exemplifies a 
technique that is both useful for collecting research data but also has pedagogical value. 
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4. Hall, E., Leat, D., Wall, K. and Higgins, S. and Edwards, G. Action research as a tool for 
professional development: investigating pupils’ effective talk while learning Accepted for publication 
in Teacher Development 
This article builds on the findings of the two sets of telephone interviews completed as part of the 
project in May of each year. It develops ideas about the role of action research in teachers’ 
professional development and explores the methodology by using the teachers’ voice and 
experiences to discuss the successes and the potential pitfalls. This article is key in exemplifying 
the methodology of the project sections and elements are included in this report. 
 
5. Wall, K. and Higgins, S., Glasner, E., Mahmout, U., Gormally, J.  Action research as a tool for 
professional development: investigating pupils’ effective talk while learning Out for peer review with 
the Educational Action Research journal 
A further fifth article from the project is out on peer review. This is a further dissemination of two of 
the Year One case studies. It focuses on the role of talk in the classroom and how it is mirrored in 
the research process and professional development of the teachers. This article combines work 
from primary and secondary schools and describes the work of Fleecefield Primary in Enfield and 
Fallibroome High School, Cheshire.   
 
2.1.2 Other dissemination 
Over the past year there have been a number of additional outlets for dissemination of the findings 
of the project. Firstly, David Moseley and David Leat were funded by the ESRC to run a seminar 
series entitled ‘Knowledge and Skills for Learning to Learn’. The final seminar of the series which 
aimed to engage with policy makers on the issues and implications of L2L included a presentations 
on the Learning to Learn Phase 3 Evaluation and input from two of the project schools: Fallibroome 
High School, Cheshire and Fleecefield Primary School, Enfield. This led directly to a further 
seminar for the DfES in November 2005. 
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A number of conference papers have also been presented over the last year including a 
symposium at the conference of the International Association of Chartered Educational 
Psychologists at Durham University in July 2005. Papers presented included: 
• Leat, D. Patterns in Teacher Development in the L2L Network 
• Wall, K. Developing an action research methodology for a nationwide evaluation of L2L; and 
• Woolner, P., Moseley, D., Higgins, S. and Wall, K. The impact of Learning to Learn on 
attainment results: a new way of assessing school progress 
A paper was also presented as part of a symposium with Cambridge University at the British 
Educational Research Association conference in September 2005: 
• Wall, K and Hall, E. Learning to Learn: Teachers researching innovation in their own 
classrooms 
Finally, a paper examining the role of Universities in action research projects was presented by Viv 
Baumfield at PRAR/CARN Conference 2005 (International Practitioner Research Conference and 
Collaborative Action Research Network) in Utrecht. The paper drew on the teachers’ experiences 
within the Learning to Learn Phase 3 Evaluation. 
 
The Campaign for Learning team have also been involved in disseminating the project findings and 
the work of the schools. This has been done through a variety of media, including newspaper 
reports, book chapters, newsletters and, importantly, the Campaign for Learning Learning to Learn 
National Conference: 
 
Year One: March 2004 – Learning to learn: making it real in your school 
Keynotes: Alistair Smith; David Hargreaves; David Miliband (minister of State for School 
Standards) 
Workshops: Jenny Mosley; Simon Kidwell, Cllaire Edgley and Nicola Dowling (Over Hall 
Primary School, Cheshire); Sue Hougton, NEP; Jon Ryder and Karen Vear, Lord Wiliam’s; 
Derek Wise, Cramlington; Ged War (Henbury High School, Cheshire), Peter Rubery and 
Jane Gormally (Fallibroome High School, Cheshire); Sue Eggersdorff and John Hattersley 
(Cheshire County Council); Toby Greany, CfL, Kate Wall and Steve Higgins, (Centre for 
Learning and Teaching, Newcastle University). 
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At this conference David Hargreaves challenged David Miliband to set up a working group 
into Learning.  This was done and resulted in the About Learning report.  The working group 
consisted of two heads Phase 1 and 2 schools, one who is now part of the Phase 3 advisory 
board.  CFL also contributed evidence to this group. 
Year Two: June 2005 – Looking forward to learning 
Keynotes: Mike Gibbons, Innovation Unit; John Abbott, 21st Century Learning Initiative; 
Jackie Beere, Campion School; Jenny Mosley 
Workshops: Steve Higgins and Kate Wall (Centre for Teaching and Learning, University of 
Newcastle); Lesley-Ann Rose and Shelley Bannister (Brettenham Primary School, Enfield 
(plus pupils)), Emma Glasner and Ulfet Mahmout (Fleecefield Primary School, Enfield);  Kate 
Billings and Michelle Wood (Oakthorpe Primary School, Enfield (plus pupils)), Ann Mulcahy 
and Elaine Saini (Wilbury Primary School, Enfield); Eileen Adams, Campaign for Drawing; 
Richard Gambier, (Head Teacher, Marlborough School, Cornwall) and Karen Brooker (Head 
Teacher, Kehelland Village School, Cornwall); John Rutter and Paula Trott (Sutton High 
School, Cheshire); John Hattersley (Inclusion Coordinator, Cheshire County Council); Gary 
Burnett, Advanced Skills Teacher and author of Parents First, and Wendy Orr, Malet 
Lambert High School 
 
Further elements of dissemination include: 
• Chapter by Susie Parsons in Reinventing education: a ‘thought experiment’ by 21 authors, 
Edited by Vincent Nolan and Gerard Darby, Synectics Education Initiative, 2005 
• Learning to Learn in Schools, Rebecca Goodbourn, Susie Parsons, Linda Siegle, NEP 2005 
– Summary pamphlet (Downloadable from CfL website and circulated at conferences.) 
• QCA Futures: meeting the challenge, Learning to Learn: the key skill for the 21st century, 
Susie Parsons, 2005, http://www.qca.org.uk/10969.html  
• L2L Newsletter which has a circulation of approximately 3,000 
• Press coverage includes details of Learning to Learn innovation at Camborne Science and 
Community College, Cornwall (The Guardian) and local press coverage 
• Presentations by the Campaign for Learning team in Surrey to six schools, to the YWCA, at 
the Promoting Effective Learning, Second National Conference, Friday 22nd April 2005, how 
to meet a student's long term learning needs and also a Learning to Learn workshop was run 
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as part of the Family Learning Network/BBC ‘Families for the Future’ conference, 2 March 
2005. 
• Susie Parsons and Rebecca Goodbourn led three workshop sessions on the learning to 
learn project at the Redbridge Network Learning Communities conference, 1 July 2004.  Key 
note speakers include David Hopkins and Mike Gibbons. 
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3 Research Strategy 
Overview of the research strategy 
• The evaluation of Phase 3 of Learning to Learn in Schools project uses an action research 
methodology in which teachers in each school collaborate to undertake an investigation into an 
aspect of Learning to Learn which they report as a case study of their enquiry. 
• The University team analyses the themes across these case studies to identify any common 
features. In addition further research investigates common patterns in the impact of Learning to 
Learn across the project schools. 
• This action research approach is seen as progressive over the three years of the project. 
• Features of the network that project schools are involved in are being acknowledged as 
significant influences on the development of the work in schools. 
 
For the most part the research strategy has continued as planned in Year One of the project. This 
section will detail how the progression from Year One to Year Two was managed and also 
exemplify any changes and developments that have arisen, in particular with relation to our 
thinking about the network we are creating within the project and also the communication 
structures which have been developed to enable this network to be effective.  
 
3.1 Building on Year One 
 
Figure 1: Diagram showing the cycle of action research used, adapted from Kemmis and 
McTaggart (1988) 
Define problem 
Develop action plan 
Revise action plan 
Hypothesise 
Needs assessment 
Redefine problem 
Cycle 1 Cycle 2 
New hypotheses 
Reflect, explain 
understand and 
move to Cycle 2 
Evaluate 
Implement revised 
plan 
Implement plan 
Evaluate 
Needs 
assessment 
Reflect, explain 
understand and 
move to Cycle 3 
 
Action research process starts here 
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As Figure 1 suggests, the model used in the project always intended three cycles of action 
research, one in each school year of the project. Therefore the transition from Year One to Year 
Two in the summer of 2005 was always going to be an important step and would set precedents for 
the later transfer from Year Two to Year Three. The findings from the Year One report were 
presented to the teachers in January 2005 at the residential in Bristol. It was hoped that this would 
inform the teachers and further develop their knowledge about the project as a whole. There was 
always a risk that this kind of presentation could influence the focus of their further research, but in 
using an action research approach and the three cycles of innovation and evaluation, we were 
committed to support the teachers in this way and provide feedback about the broader project in 
order to support their research as well as their broader professional development.  
 
3.2 Developing thinking about the research process 
The role of the project network in supporting the teacher-researchers should not be underestimated 
given the complexity and variation across the project as a whole. We believe that it is an important 
feature underpinning the success of the Learning to Learn Phase 3 project.  As Figure 2 
demonstrates, there are a range of contacts for the individual teacher: at school, LEA, project and 
beyond.  However, the needs are necessarily different in each context depending on the number of 
teachers in each school working on the project; this ranges from independent researchers to 
groups of 14 teachers working together. 
 
We have identified a number of different features in the network which we think help to make it 
work. First, the quality of the relationship between the University team and the teachers is central. 
For such a research partnership to work it is important that those involved understand and respect 
each others’ perspectives. The project is dependent on the relationship that is established and 
therefore on the knowledge that is created through this collaborative learning. Integral to this 
connection and therefore another major feature is the role of the local project coordinator 
supporting both the schools directly and facilitating development of Learning to Learn as well as 
supporting the action.  
 
The role of the University project manager is crucial in this network. This position can be seen to 
overlap the boundary between the project and the wider world wider world (Number 3 on Figure 2). 
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One facet of the role is as a ‘broker’: they are involved in giving the teachers access to language 
and techniques of research that is characteristic to University evaluation, while also, in the reverse 
direction, giving the University team access to the context and language of learning about teaching 
and learning in which the teachers are involved in their classrooms. We believe that it is essential 
that this relationship is authentic and is based on the need for the teachers and the University team 
to see each other as co-learners and co-researchers.  
 
Figure 2: Diagram showing the network support structures 
 
Second, the close associations between learning and research which have been explicit to this 
project have promoted professional development in schools. We have found in this project and in 
our other work (Leat and Higgins, 2002; Baumfield et al., 2002) that particular professional tools, 
such as pedagogic strategies, or practical methods for data collection such as pupil reflection 
templates (Wall et al., 2005) can be catalytic in the development process by altering the focus of 
attention in classrooms. The resulting talk and engagement in learning at both pupil and teacher 
levels creates an opportunity to alter the flow of teaching and learning exchanges. The change in 
focus provides feedback to teachers about aspects of the learning that is taking place and enables 
them to make choices about how to respond. 
 
Learning to Learn Phase 3 Evaluation: Year Two report    
 
Prepared by the Centre for Learning and Teaching, University of Newcastle for the Campaign for Learning, 19 
Third, the concept of pedagogical risk within the project has been an important theme. We believe 
that taking appropriate professional risks is an essential element of successful development. This, 
however, requires a degree of confidence on the part of the teacher, which in turn is influenced by 
the school culture and the management and leadership of the school. The nature of this project has 
been to encourage and provide legitimacy for teachers to innovate and undertake what might 
otherwise be seen as ‘risky’ activities within the teaching and learning processes of their 
classroom. Working on a national project with a leading campaigning body, the Campaign for 
Learning, and alongside a University, with acknowledge LEA support (through the local co-
ordinator) has appeared to give the teachers the opportunity to innovate and research in their 
classrooms. 
 
The fourth aspect of this project has been the collaborative nature of the enquiry into learning and 
teaching (Cordingley et al. 2003), as this helps to encourage participation and the development of 
a professional discourse about learning. Professional networks are already emerging as a 
significant aspect of professional development in schools – the Learning to Learn project appears 
to endorse this approach. Some factors, however, may be hard to replicate as teachers have 
commented that they value being involved in an innovative, national network with strong local 
support. The involvement of both the Campaign for Learning and the University research team has 
also been acknowledged as significant by the teachers.  
 
3.3 Summary 
The role of the project network in supporting the teachers and schools is acknowledged as an 
important feature of the project. Involvement in a large-scale project, co-ordinated by a national 
organisation, with support from a University and identified LEA staff help to create a climate in 
which investigating and researching Learning to Learn in classrooms is encouraged and productive 
of professional development. Furthermore when collaborative enquiry into learning is undertaken in 
schools with supportive leadership it tends to be conducive of professional learning and effective 
development. These features may help to explain aspects of the findings of this report and should 
be taken into account in interpreting the impact of the specific Learning to Learn approaches which 
the teachers and schools have adopted. 
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4 The role of ICT in Learning to Learn 
The use of information and communications technology is at the heart of the Learning to Learn 
research project. It structures the network which connects and supports the research partnership 
between the schools, the Campaign for Learning, and the research team in the Centre for Learning 
and Teaching at Newcastle University. The use of ICT in the network provides: 
• Communication through e-mail contact and regular newsletters  
• Web support through online research tools (such as the questionnaires) downloadable 
templates and research support materials. 
There is a high level of use of these features, without which the national project could not easily be 
sustained. The use of ICT is also integral to the day-to-day work undertaken in schools and this 
section describes the role of ICT in the research of the project schools. 
 
Of the 22 case studies completed in Year Two of the project 15 (68%) mentioned the significant 
use of ICT as part of their case study. In the case studies six of the research project schools, the 
use of ICT took on a more prominent role. These were Hazelbury Junior School in Enfield, Over 
Hall Primary and Sutton High School in Cheshire and from Cornwall, St Meriadoc’s Infants, 
Pennoweth Primary and Treloweth Primary School. The analysis of the case studies provided two 
main themes for investigation: 
• how ICT has become embedded within the Learning to Learn case studies; and 
• how ICT has been used as a tool to facilitate effective learning. 
 
4.1 The embedded nature of ICT 
It is apparent within the case studies that ICT is becoming embedded both in the teaching and 
learning activities as well as the research processes undertaken as part of Learning to Learn 
Phase 3 Evaluation. The teachers are seeing potential for it to support their research, for example, 
by using annotated digital images as evidence, see for example Figure 3, and to support the 
teaching and learning within their class. For example, 
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Several of them [the pupils] also talked about the importance of the teacher going 
over things more than once so that they had more time to grasp ideas or concepts. All 
the pupils talked enthusiastically about the new interactive whiteboards and how these 
had supported their learning and they were able to give specific examples of how this 
had made a history lesson particularly memorable. 
Hazelbury Junior School, Enfield 
 
Figure 3: Annotated digital images have been used by some schools as research evidence 
(Fleecefield Primary, Enfield) 
 
Across the schools ICT is clearly integrated into teaching and learning activities. It has been used 
to support pupils in developing learning skills: 
The records of achievement have also indicated what the children understand about 
communication and how it affects their learning. For example: 
I can communicate by looking in the Internet. 
Hazelbury Infant School, Enfield 
It can also be seen as tool which has been explicitly linked in the schools’ investigations to a range 
of curriculum focussed learning approaches and development. For example at Over Hall Primary in 
Cheshire their case study reports five strands for development: 
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• creativity; 
• communication; 
• growing and developing; 
• logical; and 
• understanding of the world. 
The subject areas fell quite easily into these strands …of the curriculum. Discussion 
took place as to where ICT would be used; it was decided to be covered in each of the 
strands.      Over Hall Primary, Cheshire 
The Roseland School, Cornwall, saw ICT as having a motivational role which the teachers linked 
closely to their rationale for single gender teaching, 
We investigated how specific teaching and learning approaches, such as ICT and 
Drama, might raise attainment - most specifically in writing for lower attainers 
The Roseland School, Cornwall 
ICT is also seen as an area of important development for many schools, 
It was also suggested that as a school we should make more use of ‘Mind Manager’ 
as an ICT tool for mind mapping.   Henbury High School, Cheshire 
 
4.2 Using ICT as a learning tool 
In two of the case studies ICT was a key feature of the Learning to Learn enquiry. Pennoweth 
Primary School (in Cornwall) investigated how digital video could be used to support pupil 
reflection during the plenary of lessons and in Sutton High School, Cheshire, Microsoft PowerPoint 
was used to create activities for secondary maths lessons. In both these cases the ICT was seen 
as a tool to support the learning of pupils, but it was the nature of the use that was important. The 
ICT was seen as a means to successful learning. For example, 
PowerPoint starter activities, lessons, games and plenaries help to develop pupils 
propensity to learn … when pupils are provided with constant review of topics and 
plenaries built in to presentations there is an improvement in Reflectiveness; and 
building in more examples and instructions with clear explanation can improve pupils’ 
Resilience to cope with work set, and encourage the use of teacher examples and 
models.      Sutton High School, Cheshire 
Within Pennoweth and Sutton and the other schools, the ICT takes the role of a tool to enhance 
pupil learning, whether through providing motivation, a communication medium or a method for 
enhanced reflection.  
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Following the Year One project we decided that now that there was a noticeable 
improvement of pupils’ attitudes to learning, our next focus would be how to develop, 
extend and enhance pupils’ learning. We decided that we would focus on two of the 
5Rs, ‘Reflectiveness’ and Remembering’. We decided to continue focussing on our 
youngest children, reception and Year 1 and used ICT in the form of handheld video 
cameras as a tool to aid and enhance learning. 
Pennoweth Primary School, Cornwall 
A third case study, St Meriadoc Infant School (Cornwall), used ICT as a tool to support and 
facilitate parent and pupil learning partnerships. Within this research parents were invited to learn 
alongside their children and an area where there was thought to be a comparable level of 
understanding and knowledge was ICT, 
The after school clubs which were attended by children with their parents also helped 
to foster this idea.  Quite a few of the parents attending the computer club had little 
experience of working with computers.  St Meriadoc Infants, Cornwall 
This link with ICT also led to the use of digital video cameras (Intel® Play™ Digital Movie Creator) 
being taken home to film footage of the parents and children using different strategies and 
approaches to learn together. 
After the Brain Gym® lesson parents were able to sign up to borrow one of our five 
Digital Movie Makers in order to record their own or their child’s progress.  These 
proved very popular and were a good way for child and parent to learn together in an 
enjoyable manner.    St Meriadoc Infants, Cornwall 
 
4.3 Summary 
In summary, there is evidence of extensive use of ICT across the Learning to Learn schools where 
it is clearly well embedded into the professional work of the teachers involved. This includes the 
research network of which they are part as well as the teaching and learning activities developed 
as part of their professional enquiries. 
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5 Teachers’ perceptions of Learning to Learn 
Overview teachers’ perceptions 
• An important aspect of the Learning to Learn in Schools Phase 3 Evaluation is the exploration 
and understanding of what is meant by the term ‘Learning to Learn’.  
• As part of this process twenty teachers have been interviewed each year to investigate their 
perceptions of a Learning to Learn school; a Learning to Learn teacher; and a Learning to Learn 
pupil. 
• A number of additional activities have been undertaken to develop an understanding of 
teachers’ perceptions of and engagement in the project. 
• Professional learning is a key feature of the project and is an important feature in understanding 
teacher motivation and capacity to manage change. 
 
An important aspect of the Learning to Learn in Schools Phase 3 Evaluation is the exploration and 
understanding of what is meant by the term ‘Learning to Learn’. To investigate this aspect of the 
project we have looked at the teachers’ developing understanding of Learning to Learn: their 
understanding of the principles and what happens in practice.  In addition, we are also interested in 
the way that action research fits into a model of professional development and Learning to Learn: 
at what level does completing an action research project in your own context (classroom or school) 
fit in with the philosophy of learning about teaching and learning, and therefore Learning to Learn? 
 
5.1 Teacher interviews  
Telephone interviews were carried out during May and June, 2005 with 23 schools (16 primary 
schools and seven secondary schools) involved in Year Two of the L2L project.  Informants were 
self-selected in so far as all the schools in the project were approached and interviews arranged 
with those teachers who responded; six schools did not take part in the interviews (four primary 
schools and two secondary schools).  Prior to the telephone interview, teachers received the 
questions to be explored and these included a breakdown of the key points from the interviews 
conducted at the end of Year One (a copy of the interview schedule can be found in Appendix 1).  
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The interview was broken up into four main sections :the characteristics of an L2L pupil; of an L2L 
teacher; of an L2L school; and identification of a personal key learning experience during the year. 
 
L2L Pupils 
In Year One the characteristics of L2L pupils identified by the teachers were grouped around three 
themes: 
Awareness of the processes of 
learning 
Being psychologically prepared 
for learning 
Being good communicators 
The teachers all confirmed that these were indeed key characteristics of L2L pupils but we can also 
see further elaboration and points of emphasis in their responses.  Teachers tended to stress the 
affective aspects of learning and emphasised emotional resilience as an important factor: 
When your life is as hard as (it is) for some of our children, they become resilient but 
it’s not the kind of resilience that will be positive for learning, so you have to develop 
emotional resilience. 
Over a third of respondents made some explicit reference to resilience, one of the 5Rs, with stress 
on the emotions and implicit references to pupils feeling positive, providing mutual support and 
being comfortable in offering opinions, giving and receiving feedback were present in most of the 
responses to this question in the interviews.  The link with pupil autonomy and empowerment was 
expressed by some respondents and is exemplified in the following comment: 
In our case it is very clear that they see themselves as able to change, able to 
improve.  There’s a sense of empowerment that we can see in the children…and they 
also recognise that if they can improve, everyone can improve, and there’s a very 
supportive attitude between the children. 
It appears that one of the important aspects of L2L, from the teacher’s perspective, is the way in 
which the improved communication skills of pupils fostered by the different approaches 
incorporated within the projects and the support for greater awareness of their own learning results 
in more open discussion in classrooms.  However, for some the empowerment of pupils can be a 
problem if colleagues perceive this to be an unwelcome challenge and there are indications that 
this can be an issue as L2L spreads across a school. 
So, certainly the work we’ve done I think has raised the awareness about how they 
learn, how they learn best…they’re certainly well aware, which I think in some cases 
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has caused difficulties for the staff … you know when they’ve said to staff, well you 
know we don’t all like to just sit and listen, some of us are kinaesthetic learners. 
Whilst the stress on the importance of positive relationships and the affective aspects of learning is 
a theme across all of the interviews, it is particularly strong in the responses from primary teachers. 
 
L2L Teachers 
As with the previous question, the characteristics of a L2L teacher as identified in the Year One 
interviews were endorsed but with some additional points being made by this year’s teachers.  In 
Year One the following characteristics were highlighted: 
Relationships with pupils Attention to process Creating a flexible learning 
environment 
In Year Two as the project develops and more teachers become involved, there is some discussion 
of the need to consider the L2L in terms of placing teachers on a spectrum:  
I think it’s like being dyslexic or autistic, being a learn to learn teacher…you’ve got a 
scale right, where you are on it…I think you know when you’re near the top end of 
being a learn to learn teacher, you’ve got loads of the attributes…as opposed to just a 
few of them. 
 
Respondents (four) mention degrees of being a L2L teacher or the concept of ‘readiness’ to be a 
L2L teacher and reference is made in one interview to thinking about waves of involvement within a 
school: 
I think it goes in waves really, if that makes sense?  When we start something new, 
when we put out the learner logs this year, everyone was talking about them, and we 
sort…then we…is there a problem or is it a specific child, then this will come up again 
and we’ll talk about it again. 
So what we may be seeing here is a growing awareness of the need to accommodate a range of 
involvement within a school and perhaps different degrees of engagement at particular points in 
time, which would be consistent with findings from other projects looking at innovation and learning 
in networks and collaborative partnerships (Temperley and McGrane, 2005). 
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The importance of teachers as learners comes across in a number of responses (eight) and this is 
often linked to the idea of increased interest in the feedback from pupils and a willingness to learn 
more about the processes of learning and how to respond as a teacher; in some cases this is 
described in terms of becoming a mediator or modelling by leading by example, “In a Learning to 
Learn school the teacher isn’t a teacher as much as a lead learner.”  Respondents spoke of 
changes in the scope of their thinking about teaching so that they took account of a wider range of 
factors or deepened their understanding of the processes of learning.  With regard to the third 
characteristic identified from the Year One interviews, creating a flexible learning environment, 
whilst this was endorsed, some teachers found it difficult to articulate what this actually meant in 
practice.  Interestingly, the idea of going beyond the constraints of the traditional classroom was an 
idea linked to this aspect by a number of teachers (nine) and they talked about this in terms of 
changing the dynamics of the interactions in the classroom, changing the structure of the 
curriculum or the timetable or widening the scope of where, and with whom, learning was taking 
place.  In some cases there were indications that this could, in time, lead to some radical changes: 
I think in a way the classroom is almost becoming outdated if you know what I mean.  
I think we need to try and move on from the kinds of traditions that we’ve had and I 
think…in a minor way, but it’s a start, different learning environments. 
 
So if we have carte blanche to redesign the school, we probably wouldn’t have it laid 
out in a way that we currently have it. 
 
L2L Schools 
In Year One the following themes emerged in the analysis across the interviews: 
A school culture where 
everyone is learning 
Pupils’ responsibility and 
opportunity to have input 
Staff input supported by high 
morale and support for risk taking 
In Year Two these points were affirmed but some teachers did not readily embrace the concept of 
themselves as risk takers preferring to see the development of L2L in their schools in terms of a 
process of gradual, step by step change, one teacher described this as a ‘trickle effect’.  Images of 
things falling into place as more connections and links are made between different aspects of L2L 
or with different initiatives within the school resonate through a number of interviews (nine).  On the 
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other hand, some respondents do articulate a more radical stance but from an ethos in the school 
that endorses the finding in Year One: 
I think for us it was a disposition to learning the 5Rs, it was various key philosophies 
within the school…that trust and honesty that’s integral to it, that was sufficient of a 
basis for us to start really looking as to how we can push and bend barriers. 
 
In some cases, respondents talk about what they do in terms that others might define as ‘risk-
taking’ whilst not themselves subscribing to this description: 
…I think…maybe risk taking might be slightly extreme.  I like to try new things and try 
out new things and give them a go and if they work that’s great, if they don’t… 
What is evident in over a third of the interviews is the presence in many schools of a cycle of 
innovation, experimentation and contextualisation that provides support for teachers whilst 
encouraging critical engagement and granting ‘permission to fail’ in the sense that the emphasis is 
on the learning of all the participants and this is seen to be productive: 
…we’re exposing our teachers to new ideas and then asking them to reflect on what 
that means in their context… 
The importance of this process for individual teachers as well as for schools can be seen from 
some of the accounts of the important personal learning experiences recounted in response to the 
final question in the interview schedule: 
I gained a good grasp during the residential and exactly what it was we were 
supposed to be doing …it started the ball rolling in my head so that I could think of 
ideas of how I could then translate that for my children... 
 
The concept of risk-taking in the context of L2L teachers and schools is one that warrants further 
analysis as to the outside eye, there is a growing body of evidence that these step by step cycles 
of translation and small scale experimentation are leading to some radical outcomes involving 
substantial shifts in the roles, expectations and cultures of schools.  It is not untypical to find a 
teacher in one breath eschewing the label of risk taker and then in the next mentioning that “the 
pupils now plan the lessons.”  It may be that the focus on the learning needs of the pupils means 
that the teacher still considers themselves as working within the customary frame of their role as 
they respond to these despite the radical steps being taken.   
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Developments within the L2L school are often driven by the enthusiasm of individuals whose 
personal advocacy inspires others and who take every opportunity, formal or informal, to share 
their ideas but part of this is also the importance of being able to experiment and take things at 
their own pace and not be required to prove that everything they try works and this accords with 
the literature on knowledge creation and the knowledge creating school (Hargreaves, 1999).  For 
this process to be implemented and sustained there is a need for a combination of ‘bottom up’ 
interest in trying out ideas but also strong leadership so that the efforts of individual teachers can 
be supported, “..the leadership has to be there” as one project teacher put it.  Leadership is also 
highlighted in terms of being a means of making connections between the different initiatives to 
which schools are exposed so that the focus on L2L can be maintained (five).  The importance of 
being explicit as a school about L2L was also raised: 
…if you’re not explicit with the staff about why you are doing it and why it’s good for 
the children, then they’re not going to be explicit with the children and the children 
won’t know what they’re doing it for and then it’s just an experience. 
 
The dangers of losing sight of the underpinning rationale for L2L and so diluting the impact on 
learning is highlighted by respondents discussing some of the challenges they face in widening 
teacher participation as they scale up the projects: 
They’re just sort of replicating techniques without an in-depth understanding which 
isn’t going to be as successful. 
This issue was developed in one account of attempting to share learning across the school: 
…we got the response from four, five or six volunteers after our INSET to take on 
really the project with older children, but be cause we haven’t had the INSET time to 
help further their knowledge…we underestimate the level of knowledge you’d need to 
practice properly.  It’s a development of background knowledge, a base, really. 
 
Personal learning experiences 
Teachers were asked to reflect on a significant personal learning experience during the last year 
and a number of interesting features can be seen in the range of responses.  For some teachers 
the breakthroughs were in terms of finding affirmation and these responses fit with what has been 
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described elsewhere as moving from a position of conviction based on personal experience to 
proof through reference to external evidence: 
I had always believed that to be true and I had always striven to teach that way and 
here was something that underpinned my hunch and it was a fabulous moment and 
meant that I felt justified. 
For other teachers there were no sudden, dramatic changes but rather a process of making sense 
of experience: 
There’s a lot of little things that you suddenly understand. 
Being introduced to new ideas through stimulating presentations at the residential was referred to 
by a number of teachers and this then leading to more sustained engagement with ideas including 
reading more widely: 
I think also it’s encouraged us to read.  I have done a lot of reading lately…Shirley 
Clark at the moment, that kind of thing…and it all really stems back from that initial 
conference and the other INSET that we had through Learning 2Learn really. 
 
Table 1: Sharing Learning 
Informally Formally 
Talking in staffroom (4) Assemblies (2) 
Sharing ideas – using strategies (4) Staff meetings (6) 
Sharing ideas – using pupil data (2) Resource packs (1) 
Teacher to pupil and then pupil to pupil (1) Bulletins (2) 
 INSET days (7) 
Action Research Partners (3) 
W
ith
in
 S
ch
oo
l 
Coaching (1) 
Using existing links Extending range of contacts 
AST outreach work (3) Presenting at conferences (3) 
ITE/NQT support (1) International Exchanges (1) 
Networks (LEA/ NLC/UFA) (11)  
Parents (4)  
School Open Days (4)  
Be
yo
nd
 S
ch
oo
l 
L2L Residential (3) 
 
Responses to the probes regarding the sharing of learning have been organised in Table 1 where 
we can see the development of a culture within schools in which teachers discuss L2L informally 
as well as through the more usual mechanisms.  This is a significant development given what we 
know about the tendency not to focus on learning in casual conversations in schools and it will be 
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interesting to see how the balance between informal and formal mechanisms for sharing learning 
develop as this could be an indication of the impact on the professional culture of L2L schools.   
 
What is also noticeable from this table is the importance of networks for sharing learning beyond 
the school as is the small, but important in terms of the accounts of the impact, of the experience of 
presenting work at conferences.  No reference, however, is made in the interviews to publishing as 
a means of sharing, other than the case study reports and school bulletins, and this accords with 
findings from other projects where teachers have been reluctant writers although enthusiastic 
advocates of their work in other formats (Cordingley, Baumfield et al., 2002).  Whether it is either 
desirable or necessary for teachers to look to publishing (and if so in what formats and for what 
audiences) will be a fruitful focus for discussion in the next phase of the project.   
 
Table 2 presents the findings from the interviews of the sources of support mentioned by the L2L 
teachers and again the importance of networks and the pivotal role of the L2L residentials is 
highlighted.  It will be important to probe further into the significance of these aspects so that we 
can understand more fully the role they play as it is precisely these features of the project (and 
associated short term funding for specific networks with L2L) that will prove most difficult to 
replicate or sustain beyond the life of a funded project. 
 
Table 2: Network data from Year 2 interviews 
Range Contact/ support Number 
Core team 9 
Head teacher 6 
Other colleagues 1 
Whole staff 4 
Parents 5 
Within school 
(2 teachers only within school) 
Children 4 
LEA advisors 4 Within the LEA 
(3 teachers only within LEA) Local networks 10 
INSETs 3 
National Residential 11 
Newcastle team 7 
Campaign for Learning and 
Newcastle University 
Project manager 1 
Other national networks or input 5 
Numbers sum to more than 23 because teachers mentioned multiple supports and contacts 
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5.2 Thinking about teachers’ professional development 
One of the aims of the L2L Phase 3 Evaluation is to investigate how the adoption of Learning to 
Learn approaches impacts on teacher motivation and capacity to manage change.  During the 
second year evidence has been collected from six sources: telephone interviews; follow up 
questionnaires; simple data collection templates focusing on who teachers have interacted with, 
supported and been supported by as a result of their work; schools’ research reports; field notes 
taken at the LEA INSET events and an analysis of emails received by the university co-ordinator 
over a 15 month period.  This account is necessarily broad brush but a number of themes are 
emerging.  Firstly almost without exception the teachers’ perception is that their professional 
development has been accelerated as a consequence of L2L Phase 3.  This is unsurprising but it 
does confirm that the experience is regarded in a very positive light. 
 
Teacher learning seems to be fuelled by at last four factors.  First they are exposed to a range of 
teaching ideas and frameworks that they find stimulating and broadly practical.  This occurs 
through three sources – the residential, the INSETs and through networking at a variety of scales.  
Second, some feel inspired by the speakers at the residential who paint a much broader canvas 
than the teachers normally work on.  This expands their horizons for thinking.  Thirdly the research 
process is having a significant effect on many if not all.  The research encourages them to take 
risks, ask questions and challenge assumptions, see things in a different way, detect trends, make 
connections and develop a new identity as teachers, with greater confidence about their role.  
Finally the teachers point to the support they receive from their peers and senior leaders in whole 
school approaches to innovation.  This support encourages dialogue about some fundamental 
issues, brings beliefs into focus and strengthens relationships between staff. These four factors are 
interdependent.  
 
Whilst we might identify a number of factors we are also beginning to theorise about processes.  
One of the questions in the interviews asks the teacher about critical learning episodes and goes 
on to probe what has supported their learning and their experiences of sharing it.  There are a 
range of responses but we are developing a concept of ‘working space’ for teachers in the process 
of making sense of this data.  Working space seems to have the following characteristics: 
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• The lead teachers are given permission to experiment and take risks and this is 
encouraged by being part of the project and hearing the invited speakers at events; thus 
there is a density of ideas available to them; 
• There are also practical ideas to try in terms of teaching tools and research tools – these 
tools then  become part of the developing culture of the school; 
• There is psychological support from peers who are interested in new ideas and a habit of 
exchange develops; 
• Senior leaders provide explicit support and encouragement; 
• Junior members of staff are given responsibility for leading the innovation, thus breaking 
out of more usual power relationships, so that there is an element of ‘bottom up’ change; 
• There may be new working structures set up in school, or old ones may be reshaped, but 
there is an increase in dialogue about aspects of teaching and learning; 
• The working space is connected to and nourished by a variety of other networks and 
sources of support. 
 
Some of these ideas are captured by this excerpt from an interview with a lead teacher from a 
Cheshire primary school: 
I’ve discussed with the other lead teachers ways we can go about putting it into 
practice but in a way I’ve had to kind of trial ideas … and then I’ve always been able 
to bounce ideas off other people in school and they might have said ‘well that’s good, 
I’ll try that and see what happens’ … We’ve been able to talk to each other about 
ideas and then try them out with our classes and see how it’s gone, and then evaluate 
with each other and say ‘well actually that didn’t work for my class and vice-versa’. 
However in a number of schools there remain barriers to the implementation of the school 
innovations at the whole school level.  These may be attributed teacher development issues 
summarised in the characteristics of learning space above.  So for example, in an Enfield primary it 
was felt that: 
…not enough people in the school maybe understand or know about the Learning to 
Learn approaches … I think it comes down to time and a possible lack of interest. … 
There is a high priority placed on professional development in this school and people 
would be keen to further their knowledge if they thought it was going to impact on their 
teaching in the classroom. 
 
Learning to Learn Phase 3 Evaluation: Year Two report    
 
Prepared by the Centre for Learning and Teaching, University of Newcastle for the Campaign for Learning, 34 
Unsurprisingly the challenge of moving to whole school scale has emerged significantly in the 
second year and can be expected to be writ large in the third year.  With this in mind the report 
from Fallibroome school in Cheshire is worth reading for its analysis of capacity building, based on 
the work of Newmann et al. (2000): 
 
The quality of individual staff members – do they have the required knowledge, skills and 
dispositions? 
A professional learning community – do staff have the opportunity to work collaboratively to 
set shared clear goals, related to problem-solving tasks and student learning and achievement. 
Programme coherence – is the school overloaded with initiatives or has it decided on a 
smaller number of core innovations through which other developments can be filtered? 
Technical resources – does the school have the materials needed in terms of technology, 
curriculum, assessment instruments etc.? 
 
The report argues that: 
The danger is that teachers learn to ‘talk the talk’, but do not assimilate the ideas into 
their daily repertoire of teaching strategies.  To incorporate the new approaches, 
teachers may have to ‘unlearn’ certain habits and routines, which can be a 
challenging experience, as alluded to above.  The model of regular, ‘hands-on’ 
training over a year was designed to attempt to address the issues raised in the 
research. 
 
As Fallibroome and a number of other schools argue one of the features that is generally crucial 
not least in avoiding the dangers of superficiality is the research process, as it allows teachers to 
question their assumptions.  There are some notable examples in the reports of teachers reaching 
some challenging conclusions that are causing them to rethink their planning and practice.   
 
5.3 Summary 
The teachers interviewed about the project are overwhelmingly positive about the project. They see 
Learning to Learn as an ethos or an approach to developing teaching and leaning in their 
classrooms rather than as a set of techniques or specific practices. They clearly see themselves as 
learners as part of this process. As schools have extended the projects and involved more classes 
and teachers, the challenge of scaling up has become apparent. Almost without exception the 
teachers’ perception is that their professional development has been accelerated as a 
consequence of being involved in L2L Phase 3. 
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6 Case Studies 
Overview of the case studies 
• A total of 23 case studies were written by 22 schools describing the action research 
projects. This is nine fewer than last year when 32 were produced.  
• This section describes the case studies, the themes for enquiry and the scope and scale of 
the action research.  They can be read in full on the Campaign for Learning website. 
 
In Year Two of the project 23 case studies were received from 22 of the project schools (a 
summary of which can be seen in Table 3). This total is nine fewer than in Year One, but many 
schools’ projects had extended across the whole school with the result that there were fewer 
schools submitting more than one report; last year a single school submitted five reports. Of the 23 
case studies, 12 were from primary schools, one was from a junior school, four were from infant 
schools and seven were from secondary schools. The case studies were relatively evenly spread 
across the three participating LEAs. 
 
There have been some schools that have formally dropped out of the project over the duration of 
the second year. Reasons for leaving the project include research leaders achieving promotion to 
another school, or teachers feeling unsupported by senior management. Having said this, schools 
have also joined the project during the year, only one of these wrote a case study report this year. 
Interest in the project which has motivated these schools to join often stems from two main areas: 
from network learning communities, where partner schools are already involved, and through 
members of the project being promoted to another school and wanting to start the project within 
their new context.  
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Table 3: Table summarising the case studies from Year 1 of the Learning to Learn Phase 3 Evaluation 
 
LEA 
 
School  
 
Teachers 
 
5R Focus 
 
Case study title 
 
Key Stage 
Focus 
group 
Cheshire Fallibroome High School 
(Assessment for Learning) 
Caroline Wood Reflectiveness 
Resourcefulness 
Resilience 
Does peer assessment improve pupil 
performance? 
Key Stage 3 Year 7 
Cheshire Fallibroome High School 
(Cooperative Learning) 
 
Jane Gormally Reflectiveness 
Resourcefulness 
Resilience 
Building the capacity to Learn to Learn Key Stage 3 Year 7 
Year 8 
Cheshire Henbury High School 
 
Anne Dutoy Reflectiveness 
Remembering 
Resourcefulness 
Learning to Learn: Improving students’ 
understanding of how they learn 
Key Stage 3 Year 7 
Cheshire Leaf Lane Infants School 
 
Shelley Long and Cathy 
Heaps 
Remembering 
Reflectiveness 
Using Learning Logs to Reflect and Remember Foundation Stage 
Key Stage 1 
Whole school 
Cheshire Over Hall Primary School 
 
Simon Kidwell and Nicola 
Dowling 
Reflectiveness Creativity in the classroom Foundation Stage 
 Key Stage 1 
Key Stage 2 
Whole school 
Cheshire St Saviour’s Catholic 
Infant School 
 
Fleur McAlavey and Mary 
Barrett 
Resourcefulness 
Remembering 
Resilience 
Developing Learning Mats and 5R Table Tops in 
Key Stage 1 
Foundation Stage 
Key Stage 1 
Reception 
Year 1 
Year 2 
Cheshire Sutton High School 
 
John Rutter, Dave Morris, 
Annette Parkin and Dave 
Blake 
Resilience 
Resourcefulness 
Reflectiveness 
Remembering 
Readiness 
Developing the use of PowerPoint resources to 
support learning 
Key Stage 3 
Key Stage 4 
Year 7 
Year 8 
Year 9 
Year 10 
Cheshire Winsford High Street 
Primary School 
 
Chris Stelling, Helen 
Barwick and Vicki Lewis 
Resourcefulness 
Reflectiveness 
Creating Resourceful Lifelong L 
earners 
Foundation Stage 
Key Stage 1 
Key Stage 2 
Whole school 
Cheshire Woodford Lodge High 
School 
 
Karen Hunt ,Tracy Walsh 
and Martin Fleetwood 
Resourcefulness 
Reflectiveness 
Remembering 
Readiness 
A one year investigation of how to improve 
student attainment through peer and self 
assessment 
Key Stage 3 
Key Stage 4 
Years 7 t o 11 
inclusive 
Cornwall Alverton Primary School 
 
 
Katherine Hamley Readiness 
Resourcefulness 
Developing Creativity across the Primary 
School 
Foundation Stage 
Key Stage 1 
Key Stage 2 
Whole school 
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Cornwall Camborne Science and 
Community College  
John Welham  Resilience 
Resourcefulness 
Investigating how Learning to Learn can 
support the Key Stage 2/3  
Key Stage 3 Year 7 
Year 8 
Cornwall Kehelland Village School 
 
Karen Brooker, Carol 
Rees, Carol Polgase, 
Marion Davies, K Bennett 
Resourcefulness 
Reflectiveness 
Remembering 
Engaging all learners through developing 
thinking skills 
Foundation Stage 
Key Stage 1 
Key Stage 2 
Whole School 
Cornwall Lanner Primary School 
 
Liz Martin and Pippa 
Pender 
Reflectiveness Will the use of formative assessment 
techniques increase pupils’ involvement in 
their own learning? 
Key Stage 1 
Key Stage 2 
Year 5 
Year 6 
Cornwall Pennoweth Primary 
School 
 
Nicola Furnish and Helen 
Tonkin 
Remembering 
Reflectiveness 
The role of Video Recording in Developing 
Lifelong Learners 
Foundation Stage 
Key Stage 1 
Reception 
Year 1 
Cornwall St Meriadoc Infant and 
Nursery School 
 
Irene Pooley and Linda 
Stephens 
Resilience 
Reflectiveness 
Readiness 
Does the practice of parents learning alongside 
their children have a positive effect on pupils’ 
achievement? 
Key Stage 1 Year 2 
Cornwall The Roseland School 
 
Mandi Horwood and Erica 
Morgan 
Resourcefulness 
Reflectiveness 
Readiness 
An investigation into the impact on learning of 
single gender groups 
Key Stage 3 
Key Stage 4 
Year 9 
Year 10 
Cornwall Treloweth Primary School 
 
Pat Williams and Ann 
Webb 
Reflectiveness An investigation into the impact of quality 
questioning strategies 
Foundation Stage 
Key Stage 1 
Key Stage 2 
Whole School 
Enfield Fleecefield Primary 
School 
 
Emma Glasner and Ulfët 
Mahmout 
Remembering 
Reflectiveness 
Putting Paired Learning into Practice in the 
Primary Classroom 
Key Stage 1 
Key Stage 2 
Year 2 
Year 4 
Enfield Hazelbury Infants School 
 
Janet Thomas and Laurel 
Barber 
All 5Rs PEPI: Personal Effectiveness Programme 
Initiative 
Key Stage 1 Reception 
Year 1 
Enfield Hazelbury Junior Schools 
 
Christine Clipson Resourcefulness 
Reflectiveness 
Developing Resourcefulness and 
Reflectiveness in Year 5 
Key Stage 2 Year 5 
Enfield Oakthorpe Primary School 
 
Kate Billings and Michelle 
Wood 
Resourcefulness 
Reflectiveness 
Reading for Pleasure – can talking help? Key Stage 1 
Key Stage 2 
Year 2 
Year 5 
Enfield Raynham Primary School 
 
Karen Steadman Reflectiveness Using Visual Clues to Reflect on Learning Key Stage 1 Year 2 
(EAL) 
Enfield Wilbury Primary School 
 
Ann Mulcahy and Elaine 
Saini 
Resourcefulness 
Reflectiveness 
Developing Formative Assessment through the 
Primary School 
Key Stage1 
Key Stage 2 
Year 2 
Year 3 
Year 4 
Year 6 
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6.1 Case study themes 
Half (eleven) of the 22 schools that produced case studies in both Year One and Two of the 
project, maintained their Learning to Learn focus across the two years. All of the schools which 
altered their focus retained at least one data collection tool from Year One, and many kept the 
same sample or group of pupils which has ensured a level of consistency. Of those that did change 
their Learning to Learn focus, all detailed the decisions made and the development of their thinking 
which had led to this change. In many cases it was apparent dissatisfaction with aspects of the 
strategies being used and a resulting reassessment of what the target sample’s needs were. Of 
course, there was no pressure for the schools to continue with the same theme; indeed the action 
research projects provided evidence on which to base their choices. 
 
As in Year One of the project, themes can be identified in the Learning to Learn approaches and 
strategies investigated by the teachers across the case studies. In Table 4 below, it is possible to 
see that many of the themes continue across the two years. The exception to this is the move 
away from the explicit teaching of L2L. Last year two schools explicitly put aside a day a term to 
teach and focus on Learning to Learn, however in Year Two this approach is no longer apparent 
(or at least no longer the focus for enquiry). This could mean that the approaches included under 
the L2L umbrella are becoming more embedded in professional practice. Two new themes have 
emerged, the investigation of whole school policy and/or ethos based on Learning to Learn and 
creativity in school based curriculum development. 
 
Table 4: Learning to Learn themes across the two years of the project 
 Year One 
(out of 31) 
Year Two 
(out of 23) 
Assessment            (formative/ peer/ self) 2 5 
Discourse               (paired talk/ cooperative learning/ questioning) 4 4 
Individualised innovation       (e.g. Learning Mats/ single gender) 6 4 
Generalised approach            (mixture of L2L approaches) 9 3 
Explicit teaching days for L2L 2 0 
School L2L policy                   (school ethos/ L2L philosophy) 0 2 
Parental involvement in learning 2 2 
Circle time 2 1 
Creativity with the curriculum 0 2 
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The main themes that emerged this year were: 
• Different types of assessment remain an important area of investigation. Wilbury Primary in 
Enfield have continued their research in this area, but they have been joined by Lanner Primary, 
Cornwall and Fallibroome High School, Cheshire in investigating formative assessment based 
on the Shirley Clarke model and the work of Paul Black and Dylan William. In addition, 
Woodford Lodge High School, Cheshire examined the effects of peer and self assessment. 
• A focus on discourse about learning has also been a consistent theme, using strategies based 
on the work of Geoff Hannon and Spencer Kagan. Oakthorpe Primary and Fleecefield Primary 
in Enfield followed up their Year One research in this area and Kehelland Primary School and 
Treloweth Primary, Cornwall have investigated how to manage teacher-pupil talk. 
• By individual innovation, we mean innovation that is not based on a specific model, but has 
been developed specifically by the school based on their own professional experience and 
beliefs as well as their knowledge of different published approaches. St Saviours RC Infant 
School, Cheshire, Hazelbury Infants School, Enfield and The Roseland School, Cornwall have 
all continued with their context-driven or customised investigations. Pennoweth Primary has 
also continued within this theme, although the approach has developed from a focus on 
learning environments to using video to aid reflection. 
• A number of schools have continued to take a broader view of Learning to Learn, perceiving it 
to be as much about ethos as the development of specific study skills and have therefore 
investigated a range of Learning to Learn strategies in the classroom, including Accelerated 
Learning (Alistair Smith) Mind Maps® (Tony Buzan), Brain Gym® (Paul and Gail Dennison) 
and Multiple Intelligences (Howard Gardner). These schools include Hazelbury Junior and 
Raynham Primary in Enfield and Sutton High School, Cheshire. 
• Many schools mentioned that L2L was embedded in their school development plan, but three 
explicitly looked at how a school policy or ethos based on Learning to Learn could impact on 
school outcomes. Camborne Science and Community College, Cornwall examined the impact 
of a Learning to Learn policy on the whole school in Year One, in Year Two this was developed 
to see whether pupils from a primary school with a perceived L2L ethos would transfer to a 
secondary school, such as Camborne, with a similar ethos better than their peers who came 
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from non-L2L schools. In addition, Fallibroome High School, Cheshire, examined how a school 
could build the capacity to Learn to Learn. 
• St Meriadoc’s Infant School, Cornwall, have continued their work involving parents in their 
children’s learning. Leaf Lane Infants, Cheshire has also started exploring this theme, looking at 
how learning logs can be bridge the home-school divide. 
• In Year One, two schools explored Circle Time based on the Jenny Mosley model. In Year Two, 
Winsford High Street Primary School, Cheshire, was the only school to continue this research 
expanding their research from Key Stage 1 to the whole school. 
• Creativity with the curriculum emerged as a common theme in Year Two, with two schools 
exploring its impact. These schools were Over Hall Community Primary School, Cheshire and 
Alverton Primary School, Cornwall. 
 
At the Autumn INSETs in 2005 a task was completed with the teachers to analyse their perceptions 
of the themes and trends emerging from the focus and scope of the case studies. The teachers 
were asked to sort the titles of all the Year Two case studies into groups which could overlap or 
inter-relate in any way they chose. Most groups across the three LEAs chose similar types of 
categories to the ones above, the most consistent themes were related to social interaction or talk, 
general L2L philosophies and different modes of assessment.  
 
Figure 4: Teachers’ classification of the titles of Year Two case studies 
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An example of an outcome from this activity can be seen in the photograph above. To the left hand 
side of the shot is a large category including all the different aspects considered to be under the 
heading of assessment, with two sub-groups, formative assessment and resources for reflection. In 
the middle is a category made up of more general Learning to Learn approaches which includes 
two sub-groups, one looking at passive to active learning and the other specific focus groups. Then 
finally on the right is a category of talk related initiatives, and to the top, a fourth category of 
‘creativity’. Teachers were likely to include a category specific to the target groups for the Learning 
to Learn activities, for example, those who have English as an Additional Language (Raynham 
Primary, Enfield), parents (St Meriadoc Infants, Cornwall, St Saviours RC Infants and Leaf Lane 
Infants, Cheshire), or under-achievers (The Roseland School, Cornwall).  In the example given 
below the teachers created a structure which included those which focused on generalised 
approaches being ‘the big picture’ and the other themes evolve from this ‘heart’. 
 
 
Figure 5: Teachers’ views of the structure of the inter-relationships 
 
6.2 Increasing scale of case studies 
When the target population for the research undertaken by the schools is analysed, it is possible to 
see that there has been an increase in scale (see Figure 6). In Year One of the project, many 
schools focused their research on just one year group, whereas this year, many schools have 
expanded their research to include more two or more year groups. Indeed, there were more 
schools now involving the whole school in their research. 
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Figure 6: Graph showing the number of year groups included in schools’ research 
projects 
This extension of the scale of case studies has been an interesting feature of the Year Two 
projects. This increase in the scope of the case studies can be taken as a success of the work that 
was done by the Lead Researchers in Year One of the project: they have managed to convince 
some or all of the ‘sceptical colleagues’ within their staff. However it has also led to issues 
surrounding whether simple implementation of a Learning to Learn strategy is enough. Some 
schools have found that they although they can extend a strategy to more classes having trained 
teachers in its use, but did not find the same gains that were apparent in their first year’s research. 
For example, Fleecefield Primary School, Enfield stated, 
Year two of our research into ‘Paired Learning’ has clearly demonstrated to us the 
importance of support for staff new to it.  They need support throughout the year to 
learn how to manage changing the partnerships created for the class.  They also need 
the opportunity to have good ‘Paired Learning’ practice modelled for them, preferably 
with their own classes.  Time and space for experimentation is also required so that 
teachers get a sense of ownership over the techniques and make it their own. 
Fleecefield Primary School, Enfield 
In this case the teachers obviously felt that there were issues with the way in which the teachers 
were trained in the technique, the need to give permission to a teacher to ‘tinker’ with the approach 
so that it fits the context of their classroom (Hargreaves, 1999) and for teachers that are new to a 
strategy to be supported in the management of the outcomes as well as the input. The latter could 
be presumed to be particularly pertinent when considering some of the characteristics which 
project teachers suggest L2L pupils should have (discussed in Section 5): if pupils are empowered 
and asking questions of teachers then this could be very strange and potentially difficult to manage 
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for an unsuspecting teacher. In a further example of the issues related to expansion, Wilbury 
Primary School, Enfield, concluded: 
• That it became evident that there needed to be a development of the children’s ability 
to talk about the ‘what’ and the ‘how’ of their learning; to articulate abstract concepts. 
• That in disseminating good practice from the first year of the project, success was 
dependant on all staff having the requisite grounding in learning theory. 
Therefore it can be presumed that there are not only issues with the knowledge and standpoint of 
the teachers to which an L2L technique is extended, but that there are also important 
considerations regarding the skills and perspectives of the pupils with which it is being used. 
Therefore, there needs to be an awareness cultivated in the pupils, maybe as part of the overall 
ethos of the classroom, which might support L2L and make the associated strategies more likely to 
succeed. These aspects will be something that needs further exploration in Year Three. 
 
6.3 Summary 
Although fewer case studies were produced in the second year, the majority of schools have 
indicated an increase in the scale of the project across school year groups and often including the 
whole school. There has also been a more specific focus on activities which support particular 
aspects of Learning to Learn rather than tackling it as a single theme or subject. Whilst this 
extension of scale is clearly an indication of the success of the first year of the project, it has 
produced particular challenges such as in involving staff in understanding the aims of Learning to 
Learn as well as the specific techniques, which, in some cases has not resulted in the expected 
gains in attainment.  
 
The focus for enquiry across the projects has remained diverse, with consistent interest in aspects 
of assessment, classroom talk and interaction. Learning to Learn is clearly seen as a complex aim 
which can be developed using a range different approaches, but one which is difficult to achieve 
without sustained input. 
Learning to Learn Phase 3 Evaluation: Year Two report   
   
 
Prepared by the Centre for Learning and Teaching, University of Newcastle for the Campaign for Learning, 44 
 
 
7 Case study analysis of the Campaign’s themes 
Overview of the aims and focus of the case studies 
• The Campaign for Learning identified a framework of dispositions (the 5Rs model) for 
Phase 3 of the project and number of aims and possible areas of impact. This section 
describes these themes and the way that the schools are approaching this aspect of the 
project. 
 
Key sections from the case study reports were analysed, with comparisons made between Year 
One and Two of the project.  This allowed us to look at the ways in which teachers were describing 
their projects, in particular, their use of Learning to Learn project terms: the 5 Rs and the list 1 and 
2 elements and their beliefs about Learning to Learn and its’ role in their research project.   
 
7.1 Analysing the ‘Project Aims’ section 
As in Year One, teachers were encouraged to select their project aims (as shown in the second 
section on the front summary page of the case studies) from the two lists compiled collaboratively 
by the University team and the Campaign for Learning referred to in the introduction to this report. 
These aims have been analysed across two years.   
Table 5: Project aims 
List 1 and 2 elements Year One 
(out of 31) 
Year Two 
(out of 23) 
Raising standards  45% 39% 
Teacher motivation and capacity to manage change 23% 35% 
Development of confident and capable lifelong learners 52% 74% 
Breaking down differences in achievement within school 19% 26% 
Overcome underachievement and challenging behaviour 32% 30% 
Leadership 0% 0% 
ICT 3% 13% 
The impact of different learning environments 23% 4% 
Assessment 6% 17% 
Role in the wider community 10% 13% 
Percentages do not add up to 100 as teachers could indicate as many as they wished 
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In Table 5 above it is possible to see that development of confident and capable lifelong learners’ 
remains the dominant theme in Year Two of the study, in fact this has increased in frequency. A 
further change from last year’s research is the decrease in the number of schools targeting ‘raising 
standards’, it is still important, but is no longer as high. This could be due to teachers feeling that 
L2L is different from the usual focus on attainment, and that it related to broader aspects of 
teaching and learning.  The impact of environments is also less popular as a focus. 
 
The choice of project aims was also analysed by geographical region. In Year One it was apparent 
that there was some convergence within the cluster schools. The results from Year Two are 
compared in the graphs below, illustrating this increased convergence. In other words, there 
appears to be increased consistency across the LEA clusters: most of the aims have been 
identified by have at least one school from each of the LEAs and the numbers are relatively 
balanced. The exception to this trend in Enfield where the ‘The impact of ICT’ and ‘The role in the 
wider community’ not represented, and ‘The impact of different learning environments’ which is 
only represented by Enfield. It should be noted that this analysis refers to investigations which 
explicitly identified these aims in their reports. Many schools were involved in working with theses 
themes implicitly, especially the impact of ICT for example, where it is clear that the availability of 
newer technologies (such as interactive whiteboards and the use of digital video and photography) 
are embedded in the practices of schools, rather than the focus of enquiry. 
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Figure 7: Analysis of List 1 and 2 aims (Year One) 
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Figure 8: Analysis of List 1 and 2 aims (Year Two) 
 
Interesting by its absence from any of the reports is ‘the impact of different leadership approaches 
in supporting Learning to Learn’ which was not chosen by any school in Year One or Year Two, 
and yet in the telephone interviews, discussed in Section 5, leadership appeared as an important 
enabling factor and as an important characteristic of a Learning to Learn school. In that in the run 
up to Year Three of the project, we have a number of teachers who have moved to new schools in 
senior management roles but kept the link with the project, it will be interesting to see how the 
experiences of these schools and teachers develop in relation to the aim of leadership within the 
subsequent case studies. 
 
7.2 Analysing use of the Five Rs 
This analysis refers to the use of the Campaign for Learning’s 5Rs in describing the project: 
Resourcefulness, Remembering, Readiness, Resilience and Reflection. These dispositions have 
been used as the underpinning structure to which the teachers are working in their case studies.  
The 5R focus of the different projects, as indicated with the tick boxes on the front page of each 
case study, was examined in Year One and Two of the project and comparisons made (in the pie 
charts below). In Year One of the project a comparison was made between the Rs indicated on the 
front of the case study and those indicated in the text, here it was noted that Reflection was more 
likely to be talked about than to be indicated as a key aim of the case study. In Year Two however, 
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this disparity appears to have been redressed, with Reflection and Resourcefulness appearing 
most commonly in the teachers focus.  
 
Figure 9: Focus of case studies in Years One & Two across the 5Rs 
 
The changes in emphasis between Year One and Year Two indicate to us a connection between 
the impact of Learning to Learn and the development of autonomy in learners (Ecclestone, 2002).  
Two areas have declined in emphasis in Year Two: readiness and resilience.  Readiness can be 
seen very much in terms of procedural autonomy: an awareness of the processes and appropriate 
behaviours of learning in specific contexts.  It is clear that the emphasis on making process explicit, 
which teachers highlighted in the interviews, has enabled many schools to feel that they have, to a 
greater or lesser extent, mastered readiness.  Resilience, in contrast, is related to critical autonomy 
in terms of the global sense of self – the self that transcends context - and therefore is not 
something that can be addressed in a single year, or arguably even in three (see, for example, 
Dweck and Leggett, 1988).  Much of the work done by schools within Learning to Learn may well 
support the long term development of resilience but many schools appear to have recognised that 
resilience is a challenging short-term focus.  In contrast, remembering and reflection have 
increased in emphasis and resourcefulness has held steady: these elements of Learning to Learn 
can be seen as connected to personal autonomy in terms of the actions of the self in specific 
contexts.  This is where Learning to Learn is particularly strong, since most of the projects and 
approaches focus on the learner’s self awareness and metacognitive skills in relation to actual 
learning events and situations.  Moreover, many of the projects are placing particular emphasis on 
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the importance of relationships – between teacher and pupil, between learner and learner and 
between home and school – which again this relates strongly to personal autonomy. 
 
7.3 Analysing ‘The Role of Learning to Learn’ section 
Teachers reflected on the ways in which Learning to Learn ideas had changed their own thinking, 
had shaped the research or had influenced the wider practice of teaching and learning in school. 
As in Year One, the amount that the schools wrote within this section varied from a few sentences 
to over a side of the report.  The content of these sections was analysed for common trends using 
an iterative process of theory and construct generation (Glaser, 1992).  
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Figure 10: Graph showing trends within the ‘Role of Learning to Learn’ section 
 
The most commonly mentioned aspect (16/23) was the fact that everyone was learning as part of 
the project. This included teachers, pupils, parents and learning support assistants, for example, 
By focusing upon Reflectiveness the project was able to create a forum for discussion 
and time to make changes. The involvement of Learning to Learn action research 
techniques and its philosophy gave the process rigour and helped everyone involved 
to consider ways in which the success of the project could be more widely measured. 
By asking pupils and parents to talk about learning alongside teaching and support 
staff, the project was able to open up new or clearer lines of communication. Children 
who can discuss their learning, naturally become better equipped.  
Over Hall Primary, Cheshire 
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This finding is consistent with the interviews and teachers’ perceptions of the characteristics of a 
L2L school (see Section 5).  We perceive this expansive concept of ‘learners’ is important in 
developing the idea of lifelong learners within the project. However, it is also important when 
considered in association with the second most popular theme which was the perception that L2L 
is an ethos rather than any specific teaching approach. For example, 
Increasingly, L2L in the school is being interpreted as an ethos rather than as a 
particular set of strategies.    Fallibroome High School (1), Cheshire 
Fourteen schools mentioned this type of thinking in this section, although the way in which it was 
mentioned varied. Teachers talked about L2L being a philosophy, an ethos, a culture and a body of 
knowledge. However, the common theme was this idea that L2L provide a basis for effective 
learning of all participants.  This idea links with the issues surrounding the expansion of L2L 
projects across schools (Section 6.2) and why it is not enough to simply train teachers in teaching 
approaches or techniques used under the umbrella term of Learning to Learn. 
 
One or more of the 5Rs were commonly mentioned by the teachers and six teachers structured 
this section around their perceptions of the qualities they perceived to be related to each of the Rs. 
However, reflecting the analysis of the 5Rs completed above, Reflection was most commonly 
mentioned (13/23) by teachers as an important element of L2L. This could also be seen to link to 
the association with processes of learning which nine teachers talked about, as well as learner 
independence (9/23). This indicates that L2L should encourage autonomous reflection by the 
learner of the process of learning, not just the learning context and content (that task set, the input) 
or outcomes which might arise: 
…being a Learning to Learn school is, we would assert, a desire to engage students 
in the learning process in a metacognitive way: teachers and students think about and 
discuss the learning process explicitly; students have a grasp of how they learn and 
how they can improve their learning in a range of circumstances; teachers both 
understand how they learn and teach and adjust their classroom practice accordingly. 
Camborne Science and Community College, Cornwall 
 
A further common theme was the importance of talk between all learners in developing knowledge 
about Learning to Learn. The inclusive nature of this talk was striking as it was described as 
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including any ‘learner’ involved in the research and therefore reflected again belief that teachers in 
the project held that all people were potential learners: 
Because of this enthusiasm for using different strategies to help children gain 
confidence and reflect on their learning, the next step was to take it further to extend out 
of school to the home situation. By providing a tool for children, parents and staff to 
reflect on the learning done both in and out of school, all involved had the opportunity to 
develop children’s self-esteem and confidence and so promote a positive learning 
environment.     Leaf Lane Infant School, Cheshire 
I feel that in Learning to Learn, both pupils and staff are offered an awareness of how 
they prefer to learn and what are deemed to be their learning strengths. This in turn 
allows them to have a wealth of learning repertoires made available to them. 
Alverton Primary School, Cornwall 
I have begum to see how many of the L2L strategies can be used to teach right across 
the age range including my work with parents Raynham Primary School, Enfield 
 
The final aspect which emerged was the relationship perceived by the teachers to be between 
Learning to Learn and the research process. Nine teachers mentioned the learning that had been 
embedded in the research and the way in which it helped to persuade other members of staff: 
There is no doubt that the qualitative evidence available within the school shows the 
value that both pupils and class teachers involved with the project attach to the L2L 
methods used.     Hazelbury Junior School, Enfield 
Staff were aware of the importance of Learning to Learn in the research process. 
During the observations adults made it clear to children that the ability to think was 
developing their resourcefulness…            Kehelland Village School, Cornwall 
 
7.4 Summary 
The schools involved have maintained their research with a diversity of aims within the Campaign 
for Learning’s broad framework. Central to the work in schools is the development of confident and 
capable lifelong-learners. The conception of learner is a broad one involving not just school 
students, but their parents, the teachers and the wider community. In terms of developing 
dispositions for learning the importance of developing Reflection and a language to talk about 
learning are consistent themes. These factors and analysis of other aspects of the case studies 
indicate the importance of learner autonomy in the project’s developing understanding of Learning 
to Learn. 
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8 Cross project data collection  
Summary of cross project data collection 
• Schools used a range of kinds of data in their investigations including much that is routinely 
collected (such as attainment and informal observations). Many also used further methods such 
as questionnaires and interviews which were supported by the research team. This section 
presents an overview of some of the sources of data used in the case studies (such as learning 
logs and observations), a summary of the attainment data that they contain and an analysis of 
the project questionnaire which surveys pupils’ attitudes to school and learning. 
 
In each case study the teachers were encouraged to use at least three different data collection 
tools, including both qualitative and quantitative methods and taking into consideration both 
classroom processes and outcomes as well as the different perspective within the context of the 
study: such as the pupils, teachers and parents. However, in practice, the majority of teachers 
used more than three sources of data; some were enthusiastic or diligent enough to collect up to 
eight different kinds.  The teachers were supported in their choice of data collection tools and the 
University team mediated in such a way that cross project themes could be analysed wherever 
possible. These cross project methods are shown in Table 6. Within this section of the report, we 
are going to explicitly look at cross case study themes arising from: 
• attainment data (as discussed in the case studies, a further analysis of school level data is 
included in Section 11); 
• the use of learning logs, both teachers and pupils; and 
• observations. 
In addition, analysis will be undertaken of the parents’ and pupils’ perspectives which were 
commonly explored by teachers. These two aspects are discussed in Sections 9 and 10 
respectively. 
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Observations Quantitative  data Interviews Questionnaires Table 6: Summary of data 
collection tools used by 
schools in their case 
studies 
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Cheshire Fallibroome High (1) 9      9  9       9   9 9  
Cheshire Fallibroome High (2)           9   9      9  
Cheshire Henbury High 9   9  9              9  
Cheshire Leaf Lane Infants    9             9  9  9 
Cheshire Over Hall Primary       9  9       9  9  9  
Cheshire St Saviour’s Infants     9    9    9   9    9 9 
Cheshire Sutton High    9         9    9     
Cheshire Winsford High Street 9 9  9                9  
Cheshire Woodford Lodge High    9     9      9  9   9  
Cornwall Alverton Primary  9        9       9 9   9  
Cornwall Camborne                 9   9 9  
Cornwall Kehelland     9    9       9 9     
Cornwall Lanner Primary    9            9 9  9 9  
Cornwall Pennoweth  9      9  9 9  9       9  
Cornwall St Meriadoc    9   9       9 9     9 9 9  
Cornwall The Roseland School       9  9       9    9  
Cornwall Treloweth Primary 9 9 9      9 9  9     9  9 9  
Enfield Fleecefield Primary  9           9    9     
Enfield Hazelbury Infants     9    9        9   9  
Enfield Hazelbury Juniors 9 9  9  9          9 9     
Enfield Oakthorpe Primary 9 9         9 9 9       9  
Enfield Raynham Primary      9         9  9   9  
Enfield Wilbury Primary  9 9          9          
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8.1 Attainment data 
Most of the schools (21/22) reported on the attainment of their pupils in the case studies using 
either qualitative (21) or quantitative (11) data.  Nine of the case studies also refer to pupils’ 
performance on national tests (see Table 7 below). These comments are overwhelmingly positive 
with the teachers involved identifying a link with Learning to Learn approaches and pupils 
performance. 
 
However, some caution is needed in interpreting this information as the analysis of students’ 
performance in the case studies is not usually compared with a comparison or control group. 
Where attainment data suggests that performance has exceeded predictions it is a reasonable 
indicator that the Learning to Learn approach and the teacher’s enquiry have been successful in 
improving attainment, but it is not conclusive. Such improvements will need to be triangulated with 
school performance data (see Section 11 below) which is not yet available. 
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Table 7: Summary table of attainment data 
LEA School Impact on attainment reported in case study Qual Quant Nat 
Test 
impact 
Cheshire Fallibroome High (1) Peer assessment using a mark grid is definitely of benefit in terms of improving the overall quality of work 
produced by students. 
There is a definite improvement in the quality of work produced by a class after experiencing a peer assessment 
exercise. The class who experienced the peer assessment exercise produced higher quality homework than the 
control group.   
9 9  
Cheshire Fallibroome High (2) Participating in this research project has emphasised the value of creating professional learning programmes, 
tightly focused on classroom practice, with sustained opportunities for dialogue and reflection.  Furthermore, we 
believe that the lead learner model has contributed to building capacity within the school to take on new initiatives, 
particularly those concerned with teaching and learning. 
9   
Cheshire Henbury High Students involved in the Learning to Learning project have become more involved in the learning process and 
have applied the strategies they have learned in other contexts.  
Mind Maps® are a powerful tool for student learning and for producing statistically significant data concerning 
improvement in learning. 
9 9  
Cheshire Leaf Lane Infants The children are able to recognise when they have learnt something and where there is a learning opportunity. 
Staff had the opportunity to gain a bigger picture of individual children as learners and parents were more aware 
of learning as it occurred in school. 
Learner logs provided children, parents and staff with an easily accessible tool for remembering and sharing 
learning opportunities 
9   
Cheshire Over Hall Primary Academically, Key Stage 2 SATs results saw an increase in attainment in all three areas; Literacy, Numeracy and 
Science upon the previous year. The scores for literacy were some of the highest the school had ever recorded 
and staff felt that this could be directly attributed to the changes in the curriculum and the decision to teach literacy 
throughout more areas of the curriculum. Similarly, Key Stage 1 saw an increase in their reading scores on the 
previous year and colleagues felt that the children were even more equipped to tackle the writing tasks as a direct 
result of the changes 
9 9 9 
Cheshire St Saviour’s Infants Over the year the teachers saw a marked improvement in the standard of written work produced by the classes 
involved. This is evidenced through the inclusion of work samples as scanned images within this case study. 
However, this was also backed up by the Key Stage 1 SATs results 
9  9 
Cheshire Sutton High There was evidence to support the fact that the activities trialled improved pupil’s propensity to learn in the Key 
Stage 3 Results. Year 9 Set 1 had been involved in the research process during Year One and Two. The result of 
this class showed an increase  of  an average  1.8 Levels across  the Key Stage with over 50% of the pupils 
achieving Level 7 and 4 Pupils gaining Level 8. 
9  9 
Cheshire Winsford High Street In the lead classes children developed their ability to consider their achievements, set targets for improving their 
work and assess how well they had met objectives.  The lead teachers believe that discussing children’s 
assessment with them and giving them ownership over it has enabled children to feel more confident in their 
abilities and better understand the process of learning 
 
9   
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Cheshire Woodford Lodge 
High 
83% of the group matched their target level or exceed their target level by the end of their Key Stage; 
The focus project showed that the hypothesis of pupils making progress using the four standards in Better 
Explanations and Better Descriptions was proved correct.  However, the most significant impact was upon a low 
ability group with significant behavioural issues.  This group showed increased engagement through both 
improved attendance and improved behaviour 
9 9 9 
Cornwall Alverton Primary  The general consensus of opinion in my class showed that the children felt they learnt more from the lessons 
being linked together. The children consequently felt more in control of their own learning, knowing more where 
they were, rather than seeing lessons as a process ‘done’ to them. 
I feel that improved motivation towards school will improve attainment which will, in turn, have an affect on the 
children in their lives as a whole 
9   
Cornwall Camborne  [Indirect impact evaluated though transition]    
Cornwall Kehelland Children who are asked open ended questions and given time to consider an answer: 
• are more engaged in their learning; 
• are able to think more deeply; 
• are more confident to suggest an answer; 
• do not feel ‘put down’ by answers given by other children; 
• place more emphasis on the thinking process than the answer; 
• can discuss their answer in more depth; 
• are able to ask more open ended questions; 
• do not need as much adult support with independent activities. 
9   
Cornwall Lanner Primary It is too early to have any firm data as to whether the techniques have impacted on standards but there are 
indicators that the techniques used for teacher, peer and self assessment have a positive effect on attitude, 
motivation and quality of work 
The SATs data was compared over the last three years for maths, English and science. In this way any 
improvement over the length of the project could be identified. It is possible to see in the graph above (English) 
and the graph below (maths and science), that there has been a steady improvement and in 2005 more children 
were gaining the higher levels in all 3 subjects than in 2003. 
9 9 9 
Cornwall Pennoweth Standards and achievement in ‘Knowledge and Understanding of the World’ and ‘Social Development’ rose by 
36% according to the Foundation Stage Profile data when compared with the previous year. 
9 9  
Cornwall St Meriadoc Infant & 
Nursery  
As can be seen 57% of children whose parents attended lessons with them achieved three above average grades 
(Level 2A or 3), whereas only 18% of children whose parents did not attend lessons achieved these results.   
The difference between the results was most pronounced at the higher levels as can be seen from the graph 
overleaf. 
9 9 9 
Cornwall The Roseland School Our Key Stage 3 results – 93% of pupils achieving at Level 5 and & above - were outstanding. One of our original 
aims, in starting this project, was to try to improve boys’ writing in Key Stage 3. The fact that all the boys entered 
achieved a Level 5 in writing shows that, in the target group (EM’s boys’ group), the strategies used have been 
successful. This improvement in writing has clearly had an impact across the school. 
9   
Cornwall Treloweth Primary Analysis of the results for Year 6 reveals that a greater proportion of pupils achieved level 5 in Key Stage 2 SATs.  
These results are in excess of targets set at the beginning of the academic year, considerably so in numeracy.  It 
is possible that this difference is a reflection of the impact that our work in Learning to Learn has had on pupils. 
 
9 9 9 
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Enfield Fleecefield Primary In Year 2 66.6% of the children in the class had made an improvement in their speaking and listening skills 
equivalent to one national curriculum level.  20% had made an improvement of two levels and only 3.3% had 
made no noticeable change 
The Year 4 data showed us that 38% of the class had made an improvement of one national curriculum level in 
speaking and listening, 28% had made a half level improvement but of most interest and concern for us was the 
34% who had stayed at the same level.   
9 9 9 
Enfield Hazelbury Infants The children complete records of achievement regularly and … have recorded their understanding of how time-
management affects learning. The records of achievement have also indicated what the children understand 
about communication and how it affects their learning 
The results show that our children are learning the skills, how to apply them and the language needed to reflect on 
this learning 
The results show that our children are learning the skills, how to apply them and the language needed to reflect on 
this learning 
9   
Enfield Hazelbury Juniors Several pupils interviewed talked about the reflective logs they had been using and were conscious of how this 
had given them the opportunity to embed what they had learnt and to record it in a way that felt comfortable to 
them. 
The optional SATs results for English in 2005 show that on average in terms of National Curriculum each child 
within the class gained 2.2 sub-levels i.e. above average expectations particularly in view of the fact that this 
included a number of children on the SEN register. The L2L methods used by the teacher do therefore seem to 
have supported the children to make significant gains in literacy.  
The results for maths showed an average gain of 1.5 sub-levels although the children had worked in maths setting 
groups rather than in their class group for the year. A number of individuals made large gains i.e. three or four 
sub-levels and these included both children on the SEN register and also some of the most able children in the 
class. Overall, the class have gained ground on the other classes within the year group.  
9 9 9 
Enfield Oakthorpe Primary Children’s reading ages have improved considerably. 
Children were able to comment on successes in both their own and their peers’ learning.  Therefore the sessions 
encouraged the children to be more reflective.  The children’s self esteem and attitudes to learning were 
enhanced as they became more aware of the improvements in their reading.  This was particularly true in cases 
where children’s views were initially negative 
9 9  
Enfield Raynham Primary The major benefit has been that children began to evaluate and reflect upon their understanding of a lesson. 9   
Enfield Wilbury Primary  Writing levels improved with both the youngest and oldest cohorts, but with a more inconclusive result in the lower 
Key Stage 2 cohorts. 
There was a clear link between success and the classes where there was a greater emphasis on the development 
of speaking and listening skills. 
9   
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8.2 Learning Logs  
The two key points about learner logs from Year One were that most of the schools found that they 
were a good way of measuring children’s developing understanding of their learning and that the 
children enjoyed having a forum to express their views about their learning.  In Year Two, teacher 
logs and diaries were used as practical research support tools, enabling patterns of behaviour or 
response to be tracked over long periods and helping them to look back reflectively on the 
research process as a whole.  For pupils, logs tended to be focused on reflection, though this 
varied in sophistication depending on the ages and abilities of the children.   
 
Table 8: Summary Table of use of learning logs in Year Two 
 Teacher/pupil Purpose Impact 
Hazelbury 
Juniors 
Pupil reflective logs To reflect on learning Children used them as reinforcing 
tools for content 
Henbury Student learning 
journals 
Student reflection, develop 
awareness of learning 
Students demonstrated clearer 
understanding of the content and 
process of learning 
High Street Pupil: ‘Thoughts and 
Feelings’ books 
Teacher: research 
diaries 
Supporting reflection on Circle 
Time  
Monitoring response patterns in 
Circle Time 
Evidence of greater reflection 
Ease of monitoring individuals and 
groups 
Leaf Lane  Pupil learner log books 
to enhance home-
school links 
To raise parents’ awareness 
and help school to celebrate 
wider achievements of children 
Logs popular with parents as 
sources of information, with 
children as reminders of learning 
and fun and with teachers as tools 
to encourage reflection. 
Raynham Teacher log of lessons 
with EAL children 
Record of children’s progress 
and understanding 
Aided teacher reflection 
Sutton High Pupil response logs Response to lessons, giving 
evaluative feedback to teacher 
and reflective opportunity for 
learners 
Very effective feedback for teacher, 
allowing the refinement of activities 
to promote remembering 
Woodford 
Lodge 
Pupil learner log 
 
Teacher research diary 
To make learning explicit 
 
Teacher reflection 
Pupils resistant to writing in logs, 
preferring discussion 
Aided process of looking at 
behaviour, attitude and attainment 
together 
 
There were interesting variations between the actual focus of the logs: some schools were focused 
on specific activities or Learning to Learn outcomes, while others were linked directly in to 
curriculum and yet others on the broadest possible focus on learning, within and beyond school.  
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There is growing evidence to suggest that engaging children in logs is easier when the children 
have control over the content and the format, so that reluctant writers can still record their thoughts.  
The use of logs to aid pupils’ reflection is well supported by the evidence in these case studies and 
suggests that wider application should be pursued. 
 
8.3 Observations  
In Year One, nearly half of the case studies (16/31) used some kind of observation as a data 
collection tool. By far the most common strategy was informal observations, though three schools 
also looked explicitly at on task/off task behaviour and a further two schools looked at questioning 
strategies.  In Year Two, fifteen of the schools used observations (65%) and the balance seems to 
have shifted (see Figure 11 below).  While informal observations continue to be an important factor 
in teachers’ evaluations of their research projects, there has been an increase in the use of 
structured observations, particularly in relation to pupil talk.   
0
1
2
3
4
5
6
7
8
9
informal structured on/off task staff peer
 
Figure 11: The different types of observation completed across the case studies 
 
Another interesting development has been the increase in teachers observing one another’s 
practice, which relates to key professional development innovations currently taking off in 
secondary schools through Coaching and Leading in Learning programmes.  While three of the 
schools using this technique are secondary schools, one is a primary and it is possible to link this 
development with the comments raised in the teacher interviews about supportive learning 
networks within schools where sharing, risk-taking and permission to experiment are key factors. 
Learning to Learn Phase 3 Evaluation: Year Two report   
 
Prepared by the Centre for Learning and Teaching, University of Newcastle for the Campaign for Learning, 2006     59 
 
 
 
For example, at Fleecefield Primary (Enfield), these structured observations of paired talk and pupil 
interaction have formed the bedrock of the project and are the most important research tool.  
Having trialled the use of observation sheets in Year One of the project, the teachers here are 
confident that they produce rich data and are manageable to use.  At Hazelbury Infants (Enfield), 
observations have been used in a number of ways, to track time management by the pupils, to 
observe their talk and to track their paired work over a range of situations.  At Kehelland Village 
School (Cornwall), observations of children’s behaviour in Community of Enquiry were used as pre- 
and post measures to evaluate whether the quality of active listening and participation had 
improved. 
 
Another interesting development has been the increase in teachers observing one another’s 
practice, which relates to key professional development innovations currently taking off in 
secondary schools through Coaching and Leading in Learning programmes.  While three of the 
schools using this technique are secondary schools, one is a primary and it is possible to link this 
development with the comments raised in the teacher interviews about supportive learning 
networks within schools where sharing, risk-taking and permission to fail are key factors.  Teachers 
commented that: 
Those staff who had been able to take part in joint planning and peer observation 
really enjoyed the chance to observe colleagues.  It worked particularly successfully in 
the humanities where RE, geography and history planned lessons using the thinking 
skill approach of Reading Images.  These teachers were struck by how they were 
using the same skills with the students but with different degrees of emphasis.  In 
more diverse subject groups the teachers enjoyed the peer observation because of 
the encouragement and validation it offered but found the joint planning more 
challenging.    Fallibroome High School, Cheshire 
 
The peer observations that took place between staff found a number of development 
points but the benefits of this opportunity and praise points far out weighed these. 
Over Hall Primary School, Cheshire 
 
The development of peer observation in these schools features in many of the Year Three plans 
and there are indications that other schools will follow suit. This trend perhaps also reflects aspects 
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of professional development encouraged by the National Strategies where peer-observation is a 
key feature. 
 
8.4 Summary 
The teachers in the case studies overwhelmingly conclude that Learning to Learn approaches are 
beneficial for students’ learning, both in terms on motivation, engagement and attainment. There is 
both qualitative and quantitative evidence of this. The small-scale nature of the projects and the 
difficulty of identifying an appropriate comparison group (particularly as schools involve whole year 
groups or adopt whole-school approaches) indicate that this should be interpreted cautiously and 
that this information will need to be triangulated with school-level data as it becomes available. In 
addition the case studies indicate that extending successful approaches to other teachers and 
groups of pupils is not straightforward. 
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9 The pupils’ perspective 
Overview of the Pupils’ Perspective 
• There has been an increase in consultation with pupils and the inclusion of their perspective 
reported in the case studies.  More schools are using interviews, questionnaires and pupil views 
templates to elicit their opinions about Learning to Learn. 
 
The involvement of pupils and inclusion of their perspective has increased as the project 
progresses. The teachers have indicated as part of the interviews that the role and characteristics 
of pupils in a Learning to Learn school or under a Learning to Learn philosophy are important. As a 
direct result of this every school that completed a case study in Year Two consulted the pupils in 
some way or another. Within this section, the analysis will be split into two, those who gathered the 
pupils’ perspective using traditional interviews or questionnaires, and those who used the Pupil 
Views templates. The latter has been treated separately as it is a common research tool which has 
been used across case studies and has been designed explicitly to cross the boundaries between 
learning and teaching. 
 
9.1 Interview and questionnaires: pupil perspective 
Seventeen case studies used questionnaires and eleven used interviews to gather the pupils’ 
perspective of the different innovations. Within this section we have taken the pupils’ comments 
reported in the case studies from both these data collection methods and analysed them for 
common themes. The analysis examined the quotations from the pupils and used an iterative 
process of theory and construct generation (Glaser, 1992). 
 
Overall the general theme that becomes apparent is positive: the majority of the quotes from pupils 
are affirmative. In that pupil motivation is one of the important characteristics that the teachers 
perceive L2L pupils should have, this is an important finding. Having said this, the focus of this 
praise varied. Some pupils praised the individual strategies that were being used in their 
classroom, for example, 
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Well I started off objecting to this, however now I have tried it I feel more confident in 
myself to contribute.  I feel the single gender group is able to have a laugh, but can 
get on with the work as well.   The Roseland School, Cornwall 
I don’t worry as much now – I know my answer will be okay, I used to panic before 
and then worry but I think, hey, I can do this now.   Kehelland Village School, Cornwall 
Some children talked positively about their learning achievements: 
I can communicAT by showing my fees [face] as a happy fees. I can communicaT as 
draw a flower. I can communIcaT by drawing how a seed grows.”  
Hazelbury Infant School, Enfield 
Others were able to identify what constituted a positive outcome of learning and were able to 
articulate how this made them feel – possibly a result of the increased focus on different types of 
assessment in Year Two: 
I know if I’ve done a piece of work because when you are doing it you can feel it’s 
good.      Lanner Primary School, Cornwall 
Because of the help I got on the rough draft lesson – I added references and ideas for 
the future to prevent damage.        Fallibroome High School (2), Cheshire 
 
Commonly the pupils were very aware of the importance of learning process. This confirms the 
findings of the teacher interviews (Section 5) where teachers stated that L2L pupils should be 
aware of the process of learning. Many of the pupils talked positively about learning as a process: 
It helps me to learn a lot when I learn something once and I teach someone it again. 
My brain records it more.    Hazelbury Junior School, Enfield 
Pupils also talked about a process of discovery in relation to learning and the way in which being 
taught explicitly about learning had supported them in their thinking at school: 
It helped me by allowing me to try different ways of learning and to find out what I 
am best at.     Henbury High School, Cheshire 
 
Related to this awareness of process, pupils were able to see beyond a teaching strategy and its 
related outcomes and were able to see and apply the learning process across the curriculum and 
also to learning outside of the confines of school: 
We did some art work but it wasn’t just about art, it was about thinking together and 
co-operation.             Treloweth Primary School, Cornwall 
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I like writing in my learner log at home. My mum helps me to draw. I like sharing it in 
class.      Leaf Lane Infant School, Cheshire 
 
Negative comments were in the minority. However, it is important to look at the trends within these 
comments as well as those of a more positive slant. Negative comments often related to particular 
difficulties pupils were having with a teaching and learning strategy. For example, 
If the subjects are all linked together in a topic, I don’t think you learn as much as if 
they’re separate.     Alverton Primary School, Cornwall 
People will get distracted and not do as much work.    The Roseland School, Cornwall 
 
However, negative comments were also seen in relation to the process of innovation which the 
project teachers are undertaking. In any cycle of innovation some elements will fail, however, there 
is learning associated with this. Some of the negative comments from pupils could be seen to be 
related to the development of a strategy: 
My ideas were not on the mat.           St Saviour’s Infant School, Cheshire 
 
In addition, the comments were related to teachers authentically asking the pupils about different 
learning situations as part of the development procedure for their L2L innovations. In Kehelland 
Village School, Cornwall, the pupils were asked ‘How do you feel when a question has been asked 
and the child next to you puts up their hand?’, many of the answers were negative, but then the 
case study went on to explore how these different pupils’ perspectives could be and were managed 
in the classroom: 
You know they will be asked but if you haven’t worked it out you don’t feel clever. 
Kehelland Village School, Cornwall 
 
9.2 Pupil views templates 
Pupil Views templates have become a widely-used research tool in the project. The method has its 
origins in educational action research; and aims to be a technique which has meaning and value in 
both learning and in research. In other words, it aims to be a research tool that can be empirically 
influential and powerful, while also having an impact upon the pedagogical processes within 
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classrooms.  The theory behind the tool and its use is full described in Wall and Higgins (in press). 
In keeping with much of the research within the field and also to accommodate pupils across as 
wide an age range as possible, an interview format is used as the basis for this method. Talk is 
seen as important to ensure comprehension and knowledge (for example, Doddington, 2001); 
however, within this method a carefully designed paper template is important in supporting and 
scaffolding this talk in the interview scenario.  
 
The template we have designed is a ‘semiotic tool’ (Vygotsky, 1978) and forms the basis of a 
mediated interview on a particular teaching activity. By providing an image of the learning situation 
on which the research is focusing, the process becomes a three-way interaction between the 
researcher (or teacher), the pupils and the template (see Figure 12). The researcher/teacher has 
an important role within the process of the interview, they initiate the discussion around the chosen 
learning context and to a certain extent will steer the dialogue. The template operates as a 
reminder of the learning context under discussion and thus acts as a stimulus; however as part of 
the technique it is annotated by the child and therefore becomes a record of the discussion and a 
stimulus for further talk and ideas. 
 
Figure 12: Model of interaction using the template 
 
9.2.1 Format 
The templates have been developed in a cartoon format to help learners to discuss and then 
record their thinking about learning based on a recent teaching activity. The template design has its 
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inspiration in work completed by the Bubble Dialogue team1; for example, McMahon and O’Neill 
(1992) and Jones and Price (2001). In this research speech and thought bubbles are used to 
support discussion and role play in citizenship and values education. The research of Hanke 
(2001) was also influential in the design; here thought bubbles were used to gather pupil views of 
the different sections of the Literacy Hour. The key idea in all these projects is that pupils can be 
asked, using a cartoon representation, to reflect on their thinking on different aspects of their 
experience. This led us to design templates which can help to stimulate reflection on the processes 
of thinking in different learning contexts.  
 
This method aims to gather information on pupils’ attitudes and beliefs about teaching, curriculum 
content and school/classroom structures (the process of teaching), but also to go further into the 
realms of metacognition (the process of learning). This is done through a superimposed structure 
of speech and thought bubbles. The thought bubble is intended to look at the ‘internal’ processes: 
the learning of the individual - ‘what is going on inside their head’ (metacognition). In contrast, the 
speech bubble looks at factors external to the individual: the learning of other pupils, teachers and 
parents and practicalities of learning in the specified context (cognition in general).  
 
9.2.2 Cross case study analysis 
In Year Two of the project Pupil Views Templates were used in eight of the case studies: 
Fleecefield, Oakthorpe and Wilbury Primary School and Hazelbury Juniors from Enfield, Winsford 
High Street (Cheshire) and Treloweth and Pennoweth Primary and St Meriadoc’s Infant School in 
Cornwall. Three of these schools had previously used this method in Year One. 
 
As in the first year of the project the Pupil Views templates indicated that pupils involved in 
Learning to Learn were very eager to talk about the learning process. This included how they learnt 
(what went on inside their head), as well as the different strategies which supported their learning 
and the different contexts they found beneficial for their learning. For example, in the case study 
report from Hazelbury Juniors, it was stated, 
It was striking that all of the pupils immediately had ideas and comments they 
wished to make as soon as the subject of their learning was introduced i.e. 
                                                 
1 http://www.dialogbox.org.uk/BubbleDialogue.htm 
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they certainly as a group appeared to be active rather than passive learners. 
Many of the comments related specifically to their favourite L2L techniques 
such as Brain Gym® or classical music to calm them down. All the pupils 
appeared clear on the things needed to keep their brain working well e.g. 
water, a good night sleep, good food and the opportunity to do something 
active when you have been sitting still in class for a while. Several of them 
also talked about the importance of the teacher going over things more than 
once so that they had more time to grasp ideas or concepts. All the pupils 
talked enthusiastically about the new interactive whiteboards and how these 
had supported their learning and they were able to give specific examples of 
how this had made a history lesson particularly memorable. Several pupils 
interviewed talked about the reflective logs they had been using and were 
conscious of how this had given them the opportunity to embed what they had 
learnt and to record it in a way that felt comfortable to them. 
Hazelbury Junior School, Enfield 
 
These comments are further exemplified in the completed Pupil Views template below: 
 
 
Figure 13: Pupil Views template from Hazelbury Junior School showing the different ways this 
pupil felt they learnt best 
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This type of response was also apparent with younger pupils: in Winsford High Street Primary 
School the templates revealed the pupils again describing eloquently the different strategies that 
supported their learning (see Figure 14). The teachers stated: 
Teachers commented on the growing ability of children to state their opinions and 
feelings.  When capturing the pupils’ voice children were more comfortable with 
writing about how they felt as they had been able to discuss their feelings openly 
through Circle Time. 
Winsford High Street Primary School, Cheshire 
 
Within this school, the templates provided evidence which was then shared around the staff to 
develop professional learning and knowledge on the theme of Circle Time using Jenny Mosley’s 
model. 
 
 
 
Figure 14: Pupil Views template completed by a younger pupil at Winsford High 
Street Primary School 
 
The templates were used in Oakthorpe Primary School in Enfield to explore pupils’ attitudes to 
reading and, in particular, to compare this with their attainment. The templates allowed the 
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teachers to see changes that were not reflected in the attainment of pupils (Figure 15), though an 
indication that was felt could only benefit the child in the long term: 
Although his reading age showed no improvement his attitude towards reading in his 
reading diary showed an improvement towards reading for pleasure… The most 
improvement was found in those children whose pupil view templates were the most 
negative in the initial assessment. 
Oakthorpe Primary School, Enfield 
 
 
Figure 15: Template used at Oakthorpe Primary (Enfield) to explore attitudes to 
reading 
 
However, in Year Two of the project the templates also revealed some of the issues which need to 
be considered when transferring Learning to Learn strategies to other classes. In Fleecefield 
Primary School, where the templates were thought of as a valuable piece of research evidence in 
Year One for paired learning, the templates showed how the extension of the strategy alone was 
not enough. The templates indicated that although pupils had been taught using paired learning for 
a year, the knowledge of process was not apparent. 
 
The lead researchers concluded that there were two strands to this. Firstly, the move to using 
photographs as the prompt on the template has made the pupils more literal in their interpretation 
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of what was going on. In other words, the comments that the children made were more likely to be 
related to what they can see in the photograph rather than the more abstract thinking and learning 
processes which cannot be seen: 
The main problem for us in the depth of response was that the children were looking 
at the photograph and talking about that one frozen moment in time and not reflecting 
on the lesson as a whole or the relationship between them and their partner.  This 
was very disappointing and we struggled to get the children to reflect beyond the 
photograph.  With such thought-provoking comments made last year, we made the 
decision to revert to the original template we had used the previous year. 
Fleecefield Primary School, Enfield 
 
Once the templates had been changed to the ones used successfully in Year One, with cartoon 
images, the problem remained, however. The teachers then went on to conclude that was 
something about the way in which the strategy was being used which made the process more 
explicit to the children and therefore it was concluded that a teacher needed to have a full 
understanding of how a strategy worked and the learning processes involved to increase its 
chances of encompassing the aims and objectives of Learning to Learn. 
We were pleased to receive less literal responses from the children in the final 
interviews, as a result [of changing the templates].  Upon analysis of the children’s 
responses from this round of interviews we were unable to see any improvement in 
the children’s perceptions of the dynamic between them and their partners.  The 
comments were negative and unsupportive of each other. These responses 
demonstrate to us the importance of using all the tools of ‘Paired Learning’, using the 
games to support and teach good communication skills and regularly changing the 
partners so that children become secure in those skills and are able to use them with 
a variety of people.     Fleecefield Primary School, Enfield 
 
This view was also expressed by research completed using templates at Wilbury Primary School. 
Here it was concluded that there needed to be a vocabulary of learning which should be explicitly 
developed as part of the strategy to support pupils in understanding the learning processes that 
were occurring. It was commented that: 
With the benefit of hindsight the new teachers, in discussing the project at the end of 
the year, both wished that they had done more to improve and develop the verbal 
skills of their class. They commented that too many children that they had observed 
could only express in basic terms how they or their partner could improve. The 
teachers concluded that the children lacked the requisite L2L vocabulary. 
Wilbury Primary School, Enfield 
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St Meriadoc’s Infant and Nursery School went one step further with the templates asking parents 
and children to complete one between them. They used photographs of the parent-child pairs 
working and asked them to complete thought bubbles stating what they thought about the joint 
learning experience. The comments were all positive and as an evaluative tool of the Learning to 
Learn strategy the templates worked well and gathered both participants’ perspectives (see an 
example template in Figure 16). 
 
 
Figure 16: St Meriadoc Infant and Nursery School used the templates to gather 
parents and children’s perspectives on learning 
 
9.3 Summary 
There has been an increase in consultation with pupils and the inclusion of their perspective in the 
case studies.  More schools are using interviews, questionnaires and pupil views templates to elicit 
their opinions about Learning to Learn. These sources confirm the impact of Learning to Learn 
approaches on pupils’ motivation and engagement and are indicative of improvement in their 
learning. 
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10 Parental involvement and consultation 
Overview of parental Involvement and consultation 
• The involvement of parents and the wider community is an important strand in the work of the 
Campaign for Learning and is a developing strand in the work of many of the Learning to Learn 
project schools. This section describes how a small number of schools in the project have been 
successful in undertaking work in this area. 
 
In Year One, 16 out of 31 schools identified the development of confident and capable lifelong 
learners as one of their key themes.  For some schools, this immediately connected with the need 
to engage with parents and to develop strong links between home and school, bonded by a 
common understanding of the language of Learning to Learn. Two schools in particular had a 
strong parental involvement focus in their Year One case studies: St Meriadoc and Camborne.  
This data was not fore-grounded in the Year One report but became the focus of subsequent 
analysis and publication2. While both schools reported increased pupil attainment as a result of the 
parental involvement, perhaps the most interesting aspect is the way in which teachers and 
schools are making explicit their ideas about learning and testing them in dialogue with parents. 
Arguably, this creation of shared understandings could have the most profound impact on the 
pupils, their parents’ views of learning and on the place of the schools within their communities. 
 
There are a complex set of relationships between school and parents which can operate to 
promote learning or which can set up additional barriers to participation. Parents create, in 
Bronfenbrenner’s terms (1979), the micro-system of the family in which the earliest learning 
experiences take place and the style and content of these experiences are socially and culturally 
differentiated (see, for example, Brooker, 2003), producing greater of lesser degrees of ‘match’ 
with the learning experiences of the (meso-system) school, which itself operates within a series of 
limitations and expectations imposed by the government (macro-system). For the individual family, 
interactions with the school involve a change of ‘field’, a move into unfamiliar territory, and the 
                                                 
2 Hall, E., Wall, K., Higgins, S. E., Stephens, L., Pooley, I. and Welham, J. (2005) Learning to Learn with Parents: 
lessons from two research projects. Improving Schools, 8, 2, 179-191. 
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degree to which they can successfully negotiate this depends upon the amount of social and 
cultural capital they can bring to this encounter (Bourdieu, 1999). Parental involvement 
programmes have traditionally attempted to teach parents key skills, relating in particular to early 
reading or mathematics acquisition, to ‘compensate’ for the lack of appropriate knowledge in the 
home (Lareau, 1989, Sonnenschein et al., 1997, Standing, 1999). Parental involvement which 
operates in this one-way paradigm has had limited effect (Gewirtz, 2001; Hannon, 1999), since the 
transmission of a single ‘skill set’ is limited to that context and does not tap in to the personal 
learning which underpins the flexibility and developmental nature of Learning to Learn (Rawson, 
2000). Learning to Learn is a project that aims to make explicit the processes that underpin 
learning and teaching, so that teachers, students and their families can work together to promote 
more successful lifelong learning. The results from these two projects suggest that there are 
common elements which have led to changes in the interactions between home and school. The 
first common element is the development of a common language between parents and schools to 
discuss learning. Research on student autonomy and motivation (Ecclestone, 2002) suggests that 
learners need a common vocabulary about the process elements of learning in order to gain early 
confidence and control of the management of their learning and this procedural autonomy 
underpins the development of critical autonomy and long-term motivation and engagement in 
study. In addition, having the tools for discussion about learning appears to be an important 
element in encouraging reflection on the more nebulous elements of learning: self-regulation and 
metacognition (Hall and Moseley, 2005). 
 
In Year Two, five schools - three infant schools and one primary school - have made involvement 
with parents and carers a focus or a significant element of their case study:  The nature of the 
involvement of parents can be divided in to two main strands: consultation and interaction.  Over 
Hall’s curriculum re-design project in Year Two represents an ambitious development from their 
use of multiple intelligences in Year One and they have been explicit about their need to consult 
widely: listening to a range of voices; parents, non-teaching and teaching staff and most 
importantly children.  Their consultation with parents has been a model of good practice in that it 
has been authentic, timely, repeated, responsive and embedded in the process of re-design 
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(Higgins, et al., 2005).  As Tables 9 and 10 indicate, this consultation process has had important 
motivating and engaging effects for parents and children in that talk about the content of the child’s 
day to day work in the common language that develops between home and school through 
consultation leads parents to feel confident and children to feel valued. 
 
The other three schools have projects which focus explicitly on parental action and interaction and 
have the overt aim to increase both the level and the quality of contact between home and school.  
St Saviours have followed a classic path of building upon a successful Year One project: ‘in year 
one of the project we only used mats in school. As we found they benefited the children in their 
written work, we decided that sending them home would further improve their skills.’   The project 
was focused very much on the children’s learning needs, with the parents seen as willing 
supporters rather than needing to be informed and persuaded.  The high level of response from 
parents to the questionnaire used by the school to evaluate the learning mats and the positive 
tenor of their responses suggest that the school had accurately gauged their parents’ readiness to 
be involved in this way. 
 
Table 9: Results from the Year Two case studies relating to Parents 
School Headline results relating to parents 
Leaf Lane Infant 
School 
Children linked learning to both home and school 
Home/school partnerships became stronger 
Project fostered a sense of working together 
Staff were more aware of children’s learning experiences out of school 
Parents were more aware of children’s learning experiences in school 
St Meriadoc 
CofE Nursery 
and Infant 
School 
Parents really appreciated the opportunity to take part in lessons 
Children were more motivated when their parents attended lessons 
Increased dialogue between home and school 
Children whose parents attended got higher SATs results than those who didn’t 
St Saviours RC 
Infant School 
Some parents became more involved with and contributed to their children’s 
learning, raising their own and their children’s confidence and self-esteem.  
The children were excited about taking their mats home and this gave them the 
confidence to write independently  
This confidence was brought back into the classroom were staff noticed their more 
positive attitudes towards work and their ability to be more resourceful 
Over Hall 
Community 
Primary School 
Parents commented upon the extensive dialogue and home learning that was taking 
place, highlighting the level of connectivity and the children’s enjoyment of their work 
An increase in parental support of home learning and an active interest into school 
life 
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Leaf Lane have extended their work on mind-mapping to the use of learner logs, specifically as a 
bridging technique to open communication with home about Learning to Learn: we believe that 
parents and the children’s families are an important part of setting the learning agenda.  The 
learner logs are designed to value both home and school learning and to celebrate achievement in 
all parts of the child’s life.  This equity of importance has long been recognised as a key element of 
successful home-school partnerships (Heath, 1982).  While the project has been very successful 
with some parents, it is clear that more structure and encouragement are needed to engage other 
parents in this activity. 
 
Table 10: Lessons and Developments from Year Two relating to Parents 
School Lessons and Issues 
Leaf Lane Infant 
School 
Some parents are not as keen to record home events and learning 
A development will be to continue with home learner logs (home diaries) to promote 
family learning but to develop reflection in school on emotional learning – extend 
reflection on work to feelings about work and achievement 
St Meriadoc 
CofE Nursery 
and Infant 
School 
Needs commitment and high self confidence from teachers 
Need to encourage Learning to Learn techniques at home 
St Saviours RC 
Infant School 
Teachers, pupils and parents have all become aware of how, by working together 
we can improve the children’s independence and help them to become successful 
learners. This was a valuable learning experience for us all and if we repeated this 
project again, we would involve the parents at a much earlier stage because we 
found their influence benefited us all. We hope to develop this approach to family 
learning in other curriculum areas and to introduce the parents to the 5R’s model. 
Over Hall 
Community 
Primary School 
Informing parents and providing opportunities for them to become involved in the 
process was another contributing factor to the project’s success and can be 
developed further within the next phase 
 
St Meriadoc had actively involved parents in understanding Learning to Learn principles in their 
Year One project and then focused on embedding that knowledge in to practice: we felt it important 
to share with parents how these techniques relate to actual practice within a lesson.  We also 
wanted the children to see the parents as learners and so begin to introduce them to the idea that 
learning is lifelong and does not just happen when you are a child.   The active participation of 
parents and carers in the classroom has been a considerable risk for teachers, who, after all, are 
not trained to work with adults and many of whom find an ‘adult eye’ on their day to day practice a 
threatening thing (Nias, 1986).  The belief in the benefits of working with parents can help teachers 
to overcome these feelings but, as the authors reflect, support for teachers in these circumstances 
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is a crucial factor in success.  Active learning and engagement are of course very popular with 
parents as they are with other learners and the success of the St Meriadoc project is in many ways 
linked to the wholehearted emphasis on action and in particular, the translation of activities from 
school to home: 
After the Brain Gym® session parents were given a sheet detailing some exercises 
they could try at home and were also lent a small digital camera to record their 
progress.  It was lovely to see from these that the parents and children really were 
learning together as often the children would take charge of the camera and give 
instructions to their mum or dad.  More often than not the session would end in 
giggling as the parent got it wrong and the child would attempt to explain or 
demonstrate it to them.  We believe that these tapes really do show lifelong learning in 
action and feel that the children have benefited from realising that even adults have 
trouble learning, but it is fun trying.   St Meriadoc Infants, Cornwall 
 
Parental involvement is universally recommended in policy discourse, and it is often pushed as a 
potential cure for many educational ills (Standing, 1999). Nevertheless, working with parents is 
problematic, time consuming and variable in outcome (David, 1998). It is our contention that in 
order for the risks for both parties to be overcome, parental involvement needs to nest within a 
school culture that encourages experimentation and welcomes failure as opportunity for new, 
better questions. These characteristics are central, though not unique, to the Learning to Learn 
approach. Parents from both projects reported an increased understanding of the processes in 
schools as a result of the Learning to Learn intervention. This familiarity tends to work towards the 
breaking down of barriers: allowing parents and teachers to have more mutuality in terms of the 
tacit knowledge that supports each interaction. The process of building relationships is dependent 
on comfort, and, as the sense that ‘there is something I don’t know that I am supposed to know . . .’ 
(Laing, 1970) becomes less pressing on each party, the possibility of openly admitting ‘not-
knowing’ becomes less risky for parents and teachers alike. Dealing with risk-taking in the context 
of working with parents is made easier by the central awareness of Learning to Learn that there are 
a variety of possible approaches to learning. Not having to have the right answer to hand, or to get 
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it right first time takes the pressure off both teacher and learner and encourages an experimental 
approach to learning opportunities which can be more inclusive and more successful. 
 
10.1 Summary 
There is evidence of increased parental and community involvement in Learning to Learn schools. 
Four schools undertook projects which focused explicitly on consultation or parental action and 
interaction and had the overt aim to increase both the level and the quality of contact between 
home and school. One of the clear effects identified by the schools is the development of better 
relationships with parents and better communication about and understanding of their children’s 
learning, which the schools believe will have a beneficial impact of learning in school. 
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11 Using school level attainment data 
Overview of school level attainment data 
• The impact of the earlier phases of Learning to Learn suggests that the schools involved 
improved relative to other similar schools. After the first year of Phase 3 this kind of 
improvement was not evident in the overall school results for Phase 3 schools. This section sets 
out the approach to the analysis of school level attainment data. 
 
Within the case studies in each of the L2L schools various research methods are being used to 
identify and, where appropriate, measure any effects.  However, an over-arching analysis across 
the schools of school level data seems a worthwhile addition and one that could be expected to 
add to the explanatory value of any results reported by individual schools.  Furthermore, the 
current dominance at the policy level of ideas about school effectiveness and judgements based on 
school performance indicators suggests that for an intervention to be seriously considered it needs 
to have a demonstrable impact on school attainment. 
 
11.1 Effectiveness research: a theoretical basis 
Arguments about ‘school effectiveness research’, and its attempts to assess school performance 
through considering test results, often become very heated.  Thrupp (2001) contends that there is 
simplification, narrowness and misunderstanding on both sides, with a tendency to see the 
opposing view as occurring at an extreme position on this sort of continuum: 
 
  
It seems sensible to bear in mind the opinion of Rutter and colleagues based on their study of 12 
similar London schools in the 1970s: 
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We agree with Bernstein (1970) that education cannot compensate for the inequities 
of society.  Nevertheless, we do suggest that schools constitute one major area of 
influence, and one which is susceptible to change (1979; p.182). 
However, even if it is accepted, as Rutter concludes, and as many involved in school effectiveness 
research continue to emphasise (e.g. Reynolds & Teddlie, 2001), that there is variation in 
achievement and behaviour due to the actions of schools, can we assess that influence?  In 
particular, in relation to evaluating L2L, the challenge becomes one of assessing change and 
improvement due to the intervention.  Although considering such change is a fundamental part of 
school effectiveness work, it has been admitted that it is not always emphasised and, 
consequently, “much less is known about how to effect change in schools” (Sammons & Reynolds, 
1997). 
 
Goldstein (2001) argues that the two main assumptions of the government about tests (that they 
are objective and reliable) are both “questionable”.  Yet, data about pupils’ performance on SATs 
and GCSEs are freely available, allowing access to data from previous years and from schools 
other than those involved in the project, facilitating various comparisons.  It seems obvious that this 
data must be indicating something.  The question is “What?” 
 
Over the years there have been numerous declarations that considering aggregate data, either at 
the school or LEA level, can be extremely misleading (Woodhouse & Goldstein, 1988; Fitz-Gibbon, 
1996; Goldstein, 1997).  These writers argue that such analyses should be avoided in favour of 
analysis of pupil level data.  The difficulties of comparing even pupil level data between schools, 
however, have been well described (see e.g. Gray, 1993) and the use of ‘value added’ scores is 
often seen as a solution.  Calculating value added scores can be done in a number of ways, with 
differing indicators being used as input measures on which the ‘expected’ outcome for an individual 
is based.  Different decisions have been made, for example, by those calculating the value added 
component of the DfES performance tables, the Panda figures sent to schools and the analyses 
available through school testing systems (e.g. CEM; Fischer Family Trust).  This makes 
comparisons between value added systems problematic, especially as it is not always clear which 
methods have been used.  
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When a comparison of value-added scores between schools, encouraged by the performance 
tables, is attempted, there are further concerns.  A recent paper by two political economists argues 
that a “substantial proportion of the variation in the value added indicator between schools in 
England can be explained by factors outside of the school’s control” (Taylor & Nguyen, 2004). 
Goldstein (1997) points out that since these are still relative judgements, the “connotation of 
‘adding value’ seems somewhat misleading.  The term ‘adjusted comparison’ is more accurate”.  
Furthermore, we have returned to the position of dealing with aggregates, which is rejected by so 
many involved in school effectiveness research. 
 
However, most of this school effectiveness research is concerned with making comparisons 
between schools. The general difficulty is that any comparisons between schools rely on ranking 
and relative judgements, so that all schools could be adequate, absolutely, but some will still rank 
higher than others (Goldstein, 1997).  It would seem then that comparison between schools is likely 
to be misleading, for various reasons, but it might be possible to assess a school against its own 
previous performance using the published indicators.  It is this school level data, in the form of 
percentages of the eligible students achieving certain levels, which have been collected for a 
number of years, are freely available and are used by many outside education to make 
judgements. 
 
Gray (2004) discusses the major problems likely to result from considering such indicators.  He 
emphasises avoiding the unwarranted assumption that improved year on year performance is due 
to schools’ efforts, when, he argues, it is more likely to result from changing intakes.  This needs to 
be remembered when considering the L2L schools, but final conclusions will also be based on 
information from the schools about their intentions and any results, not just on observation of exam 
performance.  Returning again to a problem of aggregate data, it has been pointed out by various 
writers that focusing on averages ignores the possibility of differential effectiveness, where a 
school might be systematically succeeding with some of its intake but not others.  Again this can be 
addressed by examining the pupil level results produced by individual schools. 
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Therefore it would seem that although the use of performance table results can be criticised for 
comparing schools, it can be argued that it might be appropriate for assessing change at school 
level, especially if such methods are applied with caution and backed up by other analysis.   If L2L 
is making any sort of difference to learning, through whatever means, it seems reasonable to 
wonder if this finally translates into an improvement in exam results.  This is the rationale behind 
what we attempted to do with the whole school data. 
 
11.2 Measuring and predicting attainment at school level 
Using results from school league tables, it is possible to predict performance in subsequent years.  
As has been argued above, these performance indicators have certain distinct advantages.  They 
are freely available, for schools both inside and outside a project, and have been published in the 
same form for some years, facilitating certain comparisons.  Unlike value added scores, they do 
not rely on calculation decisions and assumptions that may not be made clear or may be changed.  
This is school level, not pupil level data, with all the inherent problems of aggregating information, 
but it has been argued that these can be eased by additional analyses.  Although within school 
effectiveness research’ school level data are treated with suspicion, the underlying aim of such 
work is often comparisons between schools.   Here the motivation is assessing a school against its 
own performance. 
 
Analysis was completed, for the schools involved in Phases 1 and 2 of L2L, by taking the 
percentage of Year 11 pupils achieving five or more GCSEs at grade A* to C over the years from 
1994 (when these results were first recorded in league tables) to 2001 (the last year before L2L).   
Through SPSS, a logistic regression was used to fit a curve to these values and predict values for 
the next two years.  These values were then taken as pre-specified proportions, which could be 
compared with the actual proportions for 2002 and 2003 using the hypothesis test recommended 
by Fleiss et al (2003) for deciding whether an actual proportion found in a particular sample differs 
significantly from a pre-specified proportion.  This uses the following formula to calculate a critical 
ratio (z) to compare with critical values of the normal distribution: 
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p is the actual proportion, Po is the pre-specified proportion, Qo = 1 – Po and n is the 
number of Year 11 pupils. 
 
11.2.1 Considering an example school 
The following graph (Figure 17) shows the percentages of School 3 pupils achieving five or more 
GCSEs at grade A* to C over the years 1994 to 2001 and the fitted logistic curve. 
 
Figure 17: Predicting GCSE results for an example school 
 
The actual values of 71% and 73%, for 2002 and 2003 respectively, were then compared with the 
relevant predicted values.  It was found that both results differ significantly from the predicted 
value.  This process was carried out for the other Phases 1 and 2 secondary schools and the 
results are below.  
 
Clearly a possible problem with this method is that any deviations from the performance that is 
predicted for a particular school could just reflect more general fluctuations.  For this reason, 
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‘matched’ schools were identified from the same LEAs as the L2L schools, since these could be 
expected to be subject to similar local influences.  For each Phase 3 school, two matches were 
found.  Schools were chosen which had similar GCSE results in 2003, before Phase 3 began, 
similar proportions of SEN to the L2L schools, and so that their student numbers were similar 
because the comparison of proportions test used is very sensitive to sample size. It is clear that an 
equivalent analysis of the primary schools’ SAT results could be carried out using this method.  
However, a difficulty is that the numbers of children taking these tests from each school are so 
small that results can be expected to vary more dramatically from year to year, so a deviation from 
the predicted performance would need to be extreme before any conclusions could be drawn.  So, 
for example, with a year group of around 30 pupils, as found in one form entry schools, a difference 
of 10 percentage points in the proportion achieving level 4 might be judged statistically non-
significant.  A solution is to group the schools, with a possible categorisation being the type of L2L 
project or the extent of impact on the whole school.  However, this leads to concerns about the 
validity of any judgements about appropriate grouping, and so included below is the basic school 
by school analysis.  
 
11.3 Does Learning to Learn have an impact? 
 
Table 11: Phase 1 and 2 L2L schools: Predicted and actual results 
                      2002                               2003 
School Actual Predict-ed Test 
stat 
Sig? 
p<0.05 
Actual Predict-ed Test 
stat 
Sig? 
p<0.05 
1 36 35.159 0.193 ns 41 34.585 2.013 ↑ 
2 68 50.367 5.788 ↑ 68 51.613 5.069 ↑ 
3 71 64.608 2.686 ↑ 73 66.502 2.637 ↑ 
4 40 40.522 0.063 ns 33 41.046 2.193       ↓ 
5 52 49.607 0.653 ns 60 49.631 3.169 ↑ 
6 53 48.631 1.356 ns 53 48.857 1.327 ns 
7 65 61.129 1.054 ns 65 62.335 0.814 ns 
8 38 35.224 0.642 ns 51 36.344 3.772 ↑ 
9 75 68.122 1.990 ↑ 65 69.702 1.331 ns 
10 66 73.263 2.436        ↓ 67 76.063 3.130        ↓ 
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Phase 1 and 2 schools had been involved in the work of the Campaign for Learning, and therefore 
L2L, since 2001. We do not have any record of the extent to which the L2L innovations have been 
implemented in each school, so it is not possible to make comparisons between schools. However 
they all made a commitment to this philosophy for two years and therefore the results from these 
schools as a group are of interest.  The table above (Table 11) shows how predicted and actual 
percentages of pupils achieving five or more GCSEs at grades A* to C compare for the secondary 
schools involved in Phases 1 and 2 of L2L. 
 
For 2002, results in three schools were significantly above what could be expected and results in 
one school were significantly below, while in six schools the predicted and actual percentages did 
not differ significantly.  In 2003, results in five schools were significantly above that predicted, two 
were below and three did not differ significantly. In both years, but particularly in 2003, this 
represents considerably more statistically significant results than could be expected by chance, 
even allowing for the fact that a series of statistical tests has been carried out (see Sakoda et al., 
1954).  When this process was repeated with ten schools chosen randomly from among those that 
were going to be used as matched schools for the Phase 3 analysis, fewer significant deviations 
from predicted performance were found (see Tables 12 and 13).  
 
Table 12: Table 2: L2L Schools 2004 results compared to predicted 
 Significantly ABOVE Significantly BELOW Non significant 
2002 3 1 6 
2003 5 2 3 
 
Table 13: A random sample of 10 other schools 2004 results compared to predicted 
 Significantly ABOVE Significantly BELOW Non significant 
2002 0 3 7 
2003 1 2 7 
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The same process was completed for the Phase 3 secondary schools (see Table 14).  It should be 
remembered on viewing these results that these schools have only been part of the L2L project for 
one year, apart from School 1 which is the same as School 1 in the Phases 1 and 2 tables. 
 
Table 14: L2L secondary schools: Predicted and actual results 2004 
School Actual Predicted Test 
stat 
Significant  
p<0.05 
1 37 34.016 0.918 ns 
2 43 54.168 2.447  ↓ 
3 58 61.766 0.960 ns 
4 42 42.576 0.091 ns 
5 61 63.922 0.593 ns 
6 75 80.772 2.177  ↓ 
7 29 30.720 0.415 ns 
8 61 28.882 7.563 ↑ 
9 56 52.718 0.755 ns 
10 23 24.100 0.331 ns 
 
Not many of the schools produced results that differed significantly from those predicted.  However, 
such a pattern of results was also found among the matched schools (see Table 15). 
 
Table 15: 2004 results for L2L and matched secondary schools 
                Actual 2004 result compared to predicted 
 
Sig. ABOVE Sig. BELOW Non sig. 
L2L schools 1  (10%) 2  (20%) 7   (70%) 
Matched schools 2  (10%) 2  (10%) 16   (80%) 
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Despite concerns about the small sample sizes involved in the primary schools’ SATs data, an 
equivalent analysis was carried out, considering the proportions of pupils achieving Level 4 or 
above in each of the subject areas (English, mathematics and science).  This produced the 
following results (Table 16), which were then compared with those from matched schools 
(Table17). 
 
Table 16: L2L primary schools: Predicted and actual results 
          English: Level 4            Maths: Level 4           Science: Level 4 School 
Actual Predict
ed 
Sig Actual Predict
ed 
Sig Actual Predict
ed 
Sig 
1  76.397   78.758   95.893  
2 57 76.584 ↓ 43 67.816 ↓ 61   
3 92 91.259 ns 81 87.749 ns 98 98.694 ns 
4 69 81.566 ns 81 81.919 ns 91 94.675 ns 
5 79 84.845 ns 79 83.825 ns 85 91.888 ns 
6 79 79.401 ns 73 74.800 ns 85 74.148 ns 
7  63.786        
8 69 79.707 ns 71 75.242 ns 84 91.402 ns 
9 44 60.423 ↓ 50 60.277 ns 63 80.033 ↓ 
10 83 75.573 ns 78 74.770 ns 86   
11 66 68.274 ns 64 61.031 ns 75 89.909 ↓ 
12 64 64.582 ns 51 68.988 ↓ 74 81.731 ↓ 
13 84 88.590 ns 87 94.045 ↓ 97 98.543 ns 
14 51 77.484 ↓ 46 71.809 ↓ 74   
15 81 90.860 ns 62   88   
16 73 73.157 ns 75 69.262 ns 80 87.603 ↓ 
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Table 17: 2004 results for L2L and matched primary schools compared to predicted 
 Significantly ABOVE Significantly BELOW Non significant 
L2L schools 0 11  (23%) 26   (54%) 
Matched schools 1   (1%) 19  (20%) 59   (61%) 
 
Although none of the L2L schools produced results significantly above those predicted, and nearly 
a quarter had results significantly below the prediction, a very similar pattern was found in the 
matched schools. 
 
11.4 Concluding thoughts 
The analysis of results for Phases 1 and 2 appeared to show significant improvement in GCSE 
results for some of the schools, suggesting that the L2L approach might be producing a 
measurable effect on attainment.  However, this was not repeated for either the primary or 
secondary schools involved in the first year of Phase 3.  There are a number of possible 
explanations for this, which will be discussed below.  Essentially the two main possibilities are that 
L2L takes time to have an effect, or alternatively that it is actually not having an impact on the 
Phase 3 schools in terms of their test results. 
 
Firstly, the possibility of no impact in Phase 3 will be considered.  The difference between Phases 
1 and 2 and Phase 3 could reflect how schools were chosen and so the types of school involved.  
The method used to recruit schools to the project was quite different in Phase 3.  As Phase 3 
progresses, depending on the outcome of subsequent analyses of exam results, it might be 
necessary to investigate this possibility more thoroughly. 
 
Another explanation for a lack of impact on learning arises from considering differences between 
schools in how L2L was implemented.  There is considerable variation, both in the content of 
individual school approaches and in the extent of projects.  This could influence the effectiveness 
of L2L and, in particular, how likely it is that improvements in learning will filter through to affect 
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exam results. Therefore it is important to know not just what schools do but exactly how. It is 
difficult to be precise now about the details of Phases 1 and 2, but clearly it should be possible to 
collect such information about Phase 3 schools and relate it to the final analysis of results. 
 
In particular, it will be interesting to discover how much experience of a L2L approach the cohorts 
taking the SATs and GCSEs have had.  If the approach has only been tried out in the lower years, 
it could not really be expected to have much influence on the older year groups then taking the 
tests or exams.  There is probably a tendency to do this since teachers might be reluctant to risk 
innovation in exam years.  As Phase 3 progresses it is likely that an increasing proportion of the 
pupils will have had some L2L teaching, so this should become less of a problem.  Furthermore, 
the responses of the teachers involved with the project suggests that they are becoming more 
convinced of its benefits, so might be more willing to use the approach in an examination year. 
 
This consideration of how the implementation of L2L in Phase 3 develops relates to the other broad 
explanation for the results described in this paper, that of time.  It is notable that the apparent 
improvements in GCSE results in the phases 1 and 2 secondary schools only appeared at the end 
of Phase 2.  After Phase 1, the patterns of predicted and actual results in the L2L and comparison 
schools were very similar.  It will be very important to repeat the analysis for the Phase 3 results in 
2005 and 2006.  The suggestion that time is needed for the L2L approach to have an effect is 
given credence by the comments of teachers involved in the project.  A teacher from one of the 
Phases 1 and 2 secondary schools commented on the effect over time as increasing numbers of 
children experience the approach, saying, “Attainment levels have improved in the last three years.  
GCSE results in 2003 highest ever – this was the first year group to study Learning to Learn from 
Year 7” (Teacher, Kingdown Community School). 
 
More generally, teacher’s reflections about of L2L indicate that it perhaps runs counter to aspects 
of current national policy, what might be termed ‘top-down’ approaches to development.  Instead it 
is dependent on a ‘bottom-up’ approach, a process starting with the small groups of teachers 
involved in innovation and development. This means that any changes in philosophy in line with 
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L2L ideas are going to take time, as first individuals, and then the school organisation as a whole, 
begin to alter their approach.  Even change with individuals takes time (Adey & Shayer, 1994), so 
to have an impact across a whole institution time is going to be even more crucial.  
 
11.5 Summary 
Although there was evidence from the national test and exam results of Phase 1 and 2 schools that 
Learning to Learn was having an impact, this kind of change in school performance was not found 
after the first year of Phase 3 of Learning to Learn.  
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12 Conclusions 
The information presented above represents some of the aspects of a complex and on-going 
project. Any conclusions at this stage must therefore be tentative. After two years of work in their 
schools the teachers involved are positive about their involvement in the project and clearly value 
the opportunity to develop professionally whilst investigating what ‘Learning to Learn’ looks like in 
their schools.  
 
The impact on pupils appears to be similarly positive, with both qualitative and quantitative data to 
support this. The evidence at this stage is indicative rather than conclusive. It will be important to 
monitor the impact on the groups of pupils who have been involved as they move through the 
schools and take national tests and exams. Both teachers and pupils acknowledge that such 
measures of attainment do not capture much of what the project is about.  
 
Some clear challenges are emerging as the project develops. It is difficult to maintain a 
development focus over three years in schools with so many competing demands on time. This 
may explain the smaller number of case studies completed in the second year. Where the scale of 
the projects has increased, this creates its own challenges as new colleagues are involved with 
different understandings of what is involved.  
 
Finally the diversity of schools, teachers and approaches makes it difficult to draw clear 
conclusions about precisely what the benefits of Learning to Learn are? Is it the ethos about 
learning that is developing in schools, or the learning dispositions fostered in the pupils? How much 
benefit comes from the range of techniques and activities that project schools have used? Does 
some of the benefit derive from the processes of enquiry and research? 
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14 Appendix 1: Telephone interview schedule (Year Two) 
 
1. What do you think are the THREE key things that a L2L pupil can do? 
 
We grouped responses from last year’s interviews under three themes: 
a) pupils are aware of the process of learning; 
b) pupils are psychologically prepared for learning; 
c) pupils are good communicators. 
 
Does this fit with your experience? 
If your answer is YES can you give any examples? 
 
If your answer is NO can you explain why – do feel free to make small 
amendments. 
 
2. What do you think are the THREE key things a L2L teacher does? 
 
Again we had three overarching themes from last year’s interviews 
a) Relationships with pupils; 
b) Attention to Process; 
c) Creating a flexible learning environment 
 
Does this fit with your experience of what a L2L teacher does? 
If your answer is YES can you give any examples? 
 
If your answer is NO (or not exactly) can you explain why? 
 
3. What is a Learning to Learn school like? What are the THREE things that 
characterise a L2L school? 
 
The themes from last year were: 
a) A School culture where everyone is learning; 
b) Pupils’ responsibility and opportunity to have input; 
c) Staff input supported by high morale and support for risk taking. 
 
Does this fit with your experience of what a L2L teacher does? 
If your answer is YES can you give examples? 
 
If your answer is NO (or not exactly) can you explain why? 
 
4. We’d like you to tell us about the single most critical or meaningful 
experience that you have had as a learner during the L2L project.  Think of it 
as a story of your learning, we’re particularly interested in how the 
experience has changed your thinking or practice, the people or 
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organisations who have supported your learning and the opportunities you’ve 
had to share the learning with others. 
 
Interviewer brief: If the interviewee allows take this question in stages: 
a) The incident – encourage the thought that it might be a momentary 
experience, but it might be a whole day INSET; 
b) How the experience has changed them (learning) – you can use 
probes such as changed your teaching, changed your beliefs, 
changed your motivation, changed how you work with others, changed 
how you see teaching or pupils. 
c) What or who has supported your learning – probes: people (in your 
school or beyond – LEA consultant/adviser), events, support 
arrangements, money, time, or even climate/environment/colleagues. 
d) To what extent have you been able to share your learning with others.  
Probes:  What has been shared, with whom, how and to what effect?  
(We are interested in whether this has been fairly superficial – e.g. 
telling others or deeper such as informing shared planning, changing 
practice, coaching etc. but we don’t ask this directly)  Have there been 
any frustrations or difficulties in sharing – are colleagues not 
interested/listening? 
 
 
 
